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Tho ti c in Pei t,pOriOty -1Sased Tuaeller I LOt ion o f
11Cintioi C r l'onchor rdueuti- :ii ovted ill-

:author to preTare a .;tudy of the antecedents of peci manci2,-fiased

pct4J-LtAs of roachor education. Thu (-111toittota had al re ady publis;h

noteworthy sories of studies and r(ltorts in the artia of teacher edt
tion and ',quoted to add to its 1 is,t all historical study of teacher

with pa:7-1 icillar e tOrV:cc to concepts, ilovernent s and pTucti es
Rodficantiv contributed TO the development of performaucc-baso_d

progmms in rh 1960s and 1970s. tt was planned that the report be
i0,0W-a),000 words iR length for publication by AACTE as a part of
the series.

The anther submittud a prospectus and outline for the study
that was approvd by the Conmittee. However, the coniplctcd. reTort uns
more than 60,000 Won's with an extensive set of footnotes. After much
couderation of the matter, the Comnittee decided that it was beyond
the purpose aftl the plan of the project to publish the document. It

was occeptod as a working paper for the use of the Conmittee.

edu
o f

t he

In light of the into' ecprcsscd in the subJect by teacher
r5. -Ole author has decided to make a limited number of copies

he manuscript available for distribution to those interested in
subject and to appropriate depositories. AppTeciation is express-d
the Committee aud to the AACTE For the privilege of making it
'lain° in thi s manner.

Lincoln,

Noverlh(ir,

Galen Say



PREFACT

ThLs study l5 not a. nistory or teacher education; it is an
suvvey of philosopliical coneepts movements, studies,

nn,), practiees Cho author has selectLd as heif4:, highly signillehlat
'k).-V an understanding of the efforts in re;:cot yeaTs of teacher educators
throughout the nation to plan and carry out hettoT programs for tho
preparation of teachers, with special reference to the establisrlment
of whlt h.rc hcen cle:Aghatcd comptell or 1-_,ccriThauce-baseC, )ruees'sw5
for the education of teachers.

Hence tho limitations of the survey ure three: The literature
analyzed should contribute significantly to an understanding of tho
eventual development of conpetency-oriented programs of teacher educa-
tion in the late Affis and 1970s; the concepts, movements and studies
to be analyzed Were selected by the author en the basis of his own
value system of what constituted significance; and they should have
Fionificance Rationally or internationally in teacher education circles.

The body of literature included extends from the writi of
Plato (also reporting Socrates dialogues) to publications of tho early
1960s. Inasmuch as the establishment of competency-based programs dates
from the mid-1950s, the search for antecedents ends at that tine.

Readers may Find the report useful in understanding the long
struggle through Nhich programs for the education of teachers for our
schools have evolved and the need for continued efforts to improve
those programs of pr...)fessional tTaining.

Galen SayloT



Rxp)m:tory Notc i i

Pr clacie . .

'PA R",' I TI :yr! ;1),:-

r Stild-ry

Purposc,,j of SI-J(Lv ,

;,110 Orgni.:..11-10-1 or thc

Deftnititm of Term, p 7 1

;:ootnotes

PART II - SIGNIFICANT AATECI'DENTS OF COMPETLNCY-BASIF,

TEACHER EDUCATION PROGRAMS PRIOR MO iflE
TWENTIET! CFNIMY

Amtecddcnt fliillosophic,.731 Concepts about Ediuntion

Teaching.

Ihe Greek Philo5ophers- c.,)

Eutopean Plitlosophers and Educators 11

American Scholars ;,Eid Leuders . . 2C

Fo.)tnotes ,
3-.72

7 7,8Antecodent Developnents Toachc2r Fducrution .

Footnotes , .. 13

TART III ANTEGi2bENT OEVELOPMEN"FS IN EDUCATIONAL THEORY

MO PRACTICE IN COMPF:TENCY-BASED TEACHER EDUOVTION
PROGllAMS EARLY IN THE TWENTIETH CENTURY

Educational Throughts ald Ntovoments Contributing to the
Developme.nt of Teacher Education Programs 1S

Educational Philosophers_ . 4S

SigRificant Influoces on Teaching and
TeacheT Education

CuTricalum Devolopnents Schoolq

Footnotes . . . . .
. . 71

61

[Joy opnents in reacirlr dueut. -a, . 77

Tilt Rise of Teachers Colleges and Colleqes

of Eduation. . .
77

Scope and Nature of the Tacher Lducation Pxogrnm 80

The Professi_onalization of 1'c.m.hc,r1--; 84

Footnotes 88

I V



t

) COMPETIA N-PERFOW,IANC,1

PR, IF MACHU:A FOUCATION

tine DI lca(Lr Ldnira

-Pm a4- I er

p IAI in

Prwaration o F ruac

n :

itr's Toa(PlAig to I Fe Lcv or Program:,
Conrct?ne\--Tp1

Appiioation of Yei Nc _cf- to FlanninT
and EvaluaLon.

. . , . . ..... . 11T

Research on TcacTr Helh.Nor, lifioctivenes,
and CompetonLles.

. . . 111,

Cautions on Use of C,-.nnpoten.,:Y Criteria. 122
Footnotes . . 128

'ART V FAIMMARA OP THE SFARCH PDC ANTECEDENTS OF cowr7vic
IN-PERFORMANCE PROGEANS OF TEACHER EDUCATEON

wue and Commentary .
. 132

A Framework for Analyzing Ahtecedoiit
Developments. . . . . 132

The Teacher as a Person . . 134

Chart 1 - Views of Selected Philosophers on
Education and Teaching. . . . 13S

Teacher as a Teacher 144

C.-hart 2 Agencies, Organizations or Movements
Contributing Significantly to the Development
of Teacher Education in the United States 14(-

Chart 3 Selected Leade-rs Who Contributed
Significantly to Teacher Education
Development, 1890s-1950s. . . 156

The Teacher as a Member of the Profess' 162
The Teacher as a Citizen. 163
Ihat About Competency-in-Performance

Teacher Education?. . 164
Foe notes 166



'11 11 lLi 11 TM PPI1 111'1'

111A11H,I,'

HP1 (11' iiL '11-111)st

t ;Ind quo Appropr t no r tLirtvi
of eminent .scholars and 1(.aders in the field oF
education hcaritn; in a 5ii,miricnnt fll;ilIfle i on the
concepts and practice:-; ni perfornoni,:e- or compon,1,w-
based programs For the preparation 01 t eachers.

Locate, list, and quo nporopriat( roports, s
and acconnt.s oF developm trends, iIICI practices
that rontrihute significantly directly or indirectly

suhsequent development of performance.- or
compott_n-,-hased prograrirs of teaeher:i education,

Analy-Le

to the d
is ii teratiire in terms of It contributi -t

lent of t hese prog ans,

SuuuiiarIz e and i ntcrprrt the contrlhutii OflS of philosophers,
scholars, and other educational loaders and of pertinent
reports and studies to the concepts and practices of
pexformanee- or competoncy-bit:nd tcacheT education
program.

The process of nrov TLI I ng a pr4 Jill of schooling co' anyo e by its
very nature necessitates a choice among alternatives and hence invokes
valuus and choices based on a value system. rhis requirement applies
doubly in the matter of techer eclucat ion for it comprehends a concep-

_n of the functions and purposes of the school in which the reacher
will guide the process of learning but also a conception of the manner
in which the teacher hinself/hersetf should he prepared to fulfill
those responsibilities in a school. At the outset, then, it is app-
priatc to state the point of view of the investigator about the func ions
-f rbo common schools.

Functions Screed hv Schoots

Historicallv a school has Linen ostahli4leti hy a social group to
form these f'Inctions:
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TcachinK TcacherH_______

An analysis of the roots and philosophical anteeedent or the
peosent efforts to di-velop programs of teacher education based on the
,oricupt of competency zo perfoym tier: duties and responsihiliTies of a

teacher necessarily will encompass those broad aspects:

The t.,5-ion(..=e- of teachin. What is tcachinp,? What does a
teacheT do in Ills/her professional role of teacher?

The competencies needed. What abilitic, qualifications,
attributes, and competencies does a teacher nend to ful-
fill these roles and functions to the high degrlc of
proficiency desired?

S. The development of theiso charactoristies and proficiencies
How may a teacher 1105t acquire these attributes and
competencies? may a teacher educa:tion program assist
most effectively in this process?

N consideration of the nature of teaching and the competencies
needo.d to he a successful teacher nust be based on the broad purposes
that Ito social group collectively expects the schools to sOnre. A
narrou conception of the primary functions of a school would render
untenable any analysis of the roles and responsibilities of a teacher
and misconstruetnature and Ficc,r teaching itoolf.

Scope and Organization of the StiA

NI tracing the philosophieal views and the hizitorical trends that
have contributed significantly to present developments and interest in

comptency-hased teachen education programs severe restrictions on the
scope of the study had to ho impesed--otherwise this volume would 1)c



.1 'Ili il.il 'irc .1 Hi.- 1 1 h' I , I

, 11 I ',. I '- , 1 I. i II i -II I n I. '., . ...,11,.1 li II. ii i(-,. , 1.1: ,1

)y.11 .1 I( )11 h ,....1,1.- ; t I( t.I p tn.

1,..nc1 . 1,0 t I it totAil 1 ti.;;;,1,t ,.1 1 it t' lAtt. ;

1-loi I
r It 1,...1 ; In At n

i roll 9 II jiI.
1 t lona 1 i tnt.

k 1 :1 1(11 I

.1

'1. init.', I lit' n r.it
);t IR 1-.

,;"., I di Ki I if' ti ',nu Vt 'fp ,

I 1', , i (.111 it
'L.I tt p 1 I ,,,H I I Il()

V: it It .A.tit..-LA,_til._rti

tiAt :tt .ihcn II 1 (1!

.11

r thin I

011,11 I Il

pf,'1 1)J' .1 P

idLrnt.1 hert:, t 111

Ill n tA iii-t

1 1 iittt i,iIt ill crMr.

1-1H tiv .: I it p 111 ,1 in p tit in 0 11

int! p i I t.. i I I

t..tit.:1Rr N t tta r pitH t A 1wa v Itt rt..trari1cd 0. :1 "pt co mai
with nttotk, predi t intr., t cii pt d ,.; ilitr ctice!, un

\,aluett mod A!-. II; IV I() r .;t't o IpA I c,Hlipt`t ciN ("-., !NI

I:I lent Ch;iraCt Tr a it -- oP t t ii oh iii! i I . of A htt

i nit Ito di 0 ec s t ir ti 111p,

I e d 1: I 1 i II V . 1 i 1 it t, I -. t:i i a 7 , V I r I i 1 v-, lint t.en Inc., holt tw/t;htt
,

in h.;!-;/11,t_tr pro fot;siona1 rol0 tH pkinhing, ppiding, t..:Nrr:,..Ititt, ttn
,ttAu 0 val titt t i 11,, lit iyi t ics det-r, irsnyil F.tt- tin, -,chool init. o tarnort, i 111

dont. s) in :1 forortl t-ruit, rut ti r ,,Inc;it ion. "What Ito . I., i ni Itioi -Ad

iv 0 11 t he t' Witch hia;-..c op hit, per:_ionAlity 'z'y=,tCM, Oil ly tfflo LICYl

01- which i rt'i a tv! 1 ti It i:r., pr fits,. inn

1.7.0.ucat: on , F.ducit ton t recontit i not ing oxpiAct
tilt' it rvoiil t s in t.-he add t ion some know lttdp,c tat Wide, 1)011(

value, 1 , mode ol hcluavior, coin t..tncy t o dca 1 tith 1 new t tut t

or on Joy -tilt t iv ,

S.t: !tool i t. viii ii i t ii t pro.. tf pOliO di ns!, nxi-ittr nneftt..

i t. t'Ormitt -.A..,1 -- to I rity.tnry know purpotin
ii ñirt hior trw, t odlic t inn "- r0 I 1



i' 1-'1 l ifl ' 1 i II, ',, ',10,'d !ji,' 1):-IL, I it, :i , y,' ,11 L,,I,H, ', I, ,'i,,
1, 11-1 ' 11,11 '-1,ii.,,, I:, Ilf ,' 1 I',

,1 I ; 1 rj:il ' "Li i , t ','.i I i',' I. i 1
*,

I tli- t',.. 1,.
i ;1, ti .1, 011I , I Lit LL, : | ,1 L'.0.

, ,, ';1 1 ,, '1' f'.I., I : i.: i ii,

1. 1 1, ,11' 11,,

I in, ,,n.

L'in

I 'n

1,

;',. 1 .1'

..1, tin '

".!"
.1 i,, r '117. -111, ,

i

n' ,n I ; I 'I, Y. I , ',1.' ,I, ;

1,, t ;

i)fl, I 1":1 1`,It ,11 111it 1 I `,1) 11,

I, I I hi' 1,4 I 1 lit' I' '-, ('11' I
1-cc()T-Itiwnti...IT ()II', ,1 int 11,11 1ii' ill(' t':' ,T r t i;;11,1,v ,10:h ,p1,1

(, 1o' I 10E11 h

It, _1,11;1 .111 11,t' nylin,11,i'i in n (11,,t t(;11.
I I , t ,tripri:Iric II 01 ,L1 ,111:1 I 1 ;Int , II.

H 111 II 1 t tidy 1 ,:r111 "L i)111et I 1 i--,1,,Lr11.11,1iliti
',.)1..,/;,,,1-;111'.: cduc,it Lin!" I, 1. wl I I

(,-,;ichu.1- cdlicat i()I1 t It:11 o o VC, hi!)
r,'xli ly ii!ent (-1:11,1t, cr,m11(...tcric k11.1non-,1 I'M)] p. n ()t.

,-;111,11,L( bo np, f()I- 11,1;11 App-t-111)mt t ),1
11.! 1 ,If'r!rt I i:111,1(' I. 11 iL1

.1 i",l'W-1.``.11 1.1,1y in rOstr:IIIIL, int yominot cricv pr,q'Cormincc.
ozi, ;Ind li, r



t IT1. 1 II-

t IIII It (- I ,..nt.11 1 "

. 1trnIItIvt crv,r,1
1 (

r Litu-1 .0

n I CA I

C:11 t M1±

i

1.i I

J.1-11"1



1 [ 1 1, ;I: `, 1, 'd L. v.; I) LI .`\71'Ird Halt yr
; i ti (1;;;;;;;inty

't 111%I.

; 01 t't 1; r ; 7 :31 r i -3 1;u1 era it;o
; 7! ;',i H:.eu Jr)u n )7ciltr.7 I t-Oli;[ tiOVIA 1111;

[ 1,0 .;;',10[,; 1;01(,-. [ caclio [Hot
t 1111

: v i x. 1,11-HI ; 1 \ 10111 1111; I r071 Itut hxttimr1 01 II irld 1111.
h PC,. :ft:O n t ve I t 7u7Jt 'twv, mY t r oil.

7' t ,I[11011 ;11.'10)1.1H 1., 1 r \[,.110, ['ITO! ;11.}[ 1'1,1t rat el,
I rdti- 1.11, 011 111Wd 11111U-W, 1

[ IV- d h HMV I hip y i Eliot cd un the. Sot-rat e MCI hod
ioh. in Ow 'rSocratie mode consi'Ats primarily of

tlh' learner in his/t-r acquisition of knowletige,
:11-, contrasted

mere 17oin -C opinion lectures, oration- anti answers stating
ritt Mutlorn dnd /k, powers or pers1t[asi'nn by eloquent

d mett101,-,ofthe ',',ophivas against whom So'crates railed.

r;!.1,-, li evoil t 1171t knowl otis t Fr() r o|| V 1 rt 1.1(,!;
1--)11 L,Lit 11:10 (Th v i rtue 1.4 1 I 1 net rt 011:-;1y

preml.ic mdt hy recent 1.-vent in oar puhlie Jiro). How
011C accimirn knowl(s' flusnigh his/her own offorfts. The role

o 1 c.',1(111`r 1'1, 111[Ild unula ;00 x///Jr t Imo ist1r1ICV rt t hi s
t o r 0v., Cdp,C 11(0 0 17111 1 (` ,1 I empt to, t 1 tile, I carncr
01.11 he !.ihonid ar,*(TI knowledt,,e.

Socratc., expltins h s method ot inquiry, or rq,:aoniny
t it se f.`r h ippt-t,tdi, to editci t lot and the ak-quisition

tir\t assumed some proposition, .,,hich T ,1114),cd to

ho the strongest, and then I affirmA as tritik) what-
c\vt,,T seemed to agree with this, whether rolatt,04 to

cltmsafion or to anything clse; and that wloch ths-
agroca I regarded as untrue. . . I canliot NOlp
thinking that if there be anything beautiful oither
th..ta absolute beauty it beautlful only tu 5A) For
as itymrtake of absolute hcauty--and I say tilt
;11I1e of evorythIng. . . I cannot afford TO Qivc

12

provides
edge:



anyo ne fa st e u thore you would act mindA t f'iorInd t r igi al pa stu laup t ho sure

a nsw or hirn unt it you could see whether the onsequent:as
which Follow agrce th One another or ri,ot, and you

further require(' to give an ai;count cf th is FOS till :It C.T.
yotl Wu Id gi ve it JP the sonic: way, as sinning some hi g her
post ala te wh loll t-7,0enned to you to be the 1)os t founded,
Lint 1 you ar rived at a sktis ory req ing p -a; hut
y otn 140u Id no t junabl e together the fundatricnt al prlic ip 1 es
and the cons eve000 z.; In your reasonim,- It least it- you
want ed to di scorer re:11 eiuineu, 2

r -TOE esp. r L as :1 VCrF;enyi i F j 111;011s CO , ha; pre Isirud in

exec llerIt iOta. lys is the Socruit 1. c rue -thod o f t vac lit rt -th e. r 0110 Wflt..d

dial ogu e:

ate sl d ist I no t ion be two cul " On iJncl
k Ow led go, appearan ce and t ruth and Ili be I ef an

att.. ainab 11 fly 0 f ,.'ledge 4nd Iv LAU-. Chanod
[t he Sophist's views.] rndical ly.

o ant ras t to opinion (right or wrong), kniow1 edge
sone thi ng re fleeted upon, sornothing r eascned, citi

lied, and argued., something that is not mere ly
a ceo-pted on sorneone else' s authority but ipprcpr at ed
by t he knower Hulse If through rational refl action,
nada hi s own by questioning and accepted on his own
authori ty as a reflective hurnan be ing . Whilt
Inake s t he knower a knower ig not the trwth of thc=,

s tat me nt but that search for and apprvTiaticn Of
t he tru th wh tell alone can. IC sul t int he i'lcqui sit ion

f k now ledge rtit her than opi rilon. Since only
o net s o wn se arch cod d lead to knowledge , whoerer
now wan ted t 0 teach had only one task lo strt th e
s tud cat on h is own Tilt ional , roflecti o, erit iezt 3
sear ch. . To the ext en t that zi b c ni ;Ale
a war e o f his lack o f knowledge. he a n aqui
know led go . Tille teaching must he (genetic
i .0. , a goes ti oiling of accepted ep ini Ow; , an exanhi- a
o f b cii. ef 5, a Tefurat ion of dogmas , a to st ng of
k now led go and an iodic tinent of i gnora ace n show t

dehian d fo r an aeccuntirAg and j ustlf icut tion on tha
s tad ent, s part

T uu c.s enc. c of t i.. Soc ra k inc t hod i;; (1 by zipp rep Viz" te flIeziIls

tiucs tiOning, moo Wry, irony, f al a.e tows .s-.1 a tem ont s tan abl c p reini s CS -
bring t he stuidon t ro o sense of wonderment per)l ex' L.Ari osi. ty

inte ros t a nd des ire to explo re ;Ind th ink thronph ;-1 mat tor Of Major
impo rt a -Pee s uch a sF, a het i of, kiinIede. va inc ; by ho iso of

es and s L liii ill- method N tOday i I tga r i Ii, , r tow 1i c Ii grc

7

n



1117 r I C70. %sL)illo ;t: so g t lIe r
.11 ti or- own 7-;t-: t =in): t): d ai ,rt t goa i'

r ft fill tacit t o (hc ind h /,i s inn in
, 4.1 I clic v. '' how xxJ chr x>ut t cd io n Q114' or pA. io
7-11,. : i t s r|w s t ut3 t ' a 11-, It n,UJ Ci vr h i k (-4 _ 1`)k not, at tai nod .1 t h

Id, h s urx| t. ritt

7 `,1,,
,

1 at )oo ed :It on 1 r d . L h h:
t 1 o r Idtw '!; o

o t. , i 11 rig rat cs' ia . livy 1,43s
ksz, . y oc rrit o r tr r eav h idcos or- n

) L., rio to Ho of" ; .11 11ogitt),

t s pr ly conk' rovJ h r ho drvrLqxtrxx m| r
it I , par z i la rly with thL.- i-sno wIL , t
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unrIg unit teride r, ttO 11,C11 tnat it is hest vilo lc
zind takes the i npress ion t hat ono wishes to stamp upon

t. Quito sc). Shall e , thon, thus lightly suffer our
chi ldren t o lis ten to any chance stories Ca shioned by
any chance t oae. hers and so to take i nto their al ind-
opinions for the 111oit part contrary to thos e that we
shall thira t de:-,1rahl e For them to hold i hen thc >,

gr OKI lip?

Ian et of nleallS Wi Ii e allOw i Z

10'e :Ms t htg i ri. theo 5 it seeMS by a ;Qum_ inn over
oryiniakers , and iTha t they do 0.--1 I wc. oust pas:1

;Ind whmt r-lot r ej oct. And the sto- es oi t he accept ea
list wc wi 11 induce nurses and InOt iwr:,-; to t l I to
the children and so shape the ir soul s by thQsc stori es
far rather than their bodies 'by the' r hands .6

ciny of hi wr it lugs H ato is great' y concoracd it the [natter
hing TtoL-, The Jon; dialogue bet ween Prot agoras Orld SOcraie S

Lolli th is concern and n f Plat 0' s th Lights on
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zca. LL;' th0 hIt 1.. Ji.ild. Plato haL; Protagoras
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good behavior t Ilan on lett ers or music, The teacher s
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. a free soul ough not to pursue nny study slai ish l
for while bodily lahor prtornicd under constraint d
not harm the body, nothing that is learned under compulsion
stays with the mind. . . Do not, then, my friend kocp
children to their studios by compulsion but by play. That
will also better enahle you to discern the riatuTa l capacit
el each.l°

In the LAWS, Book VI, Pi an Athenian explain Jt considerable
length the way in which the system of schooling should be established
ia the state. He proposes that there should be a supervisor of Qiiuca -
on as one of the principal officials of the government and insists

that "the post is far the most important of the highest offices of
state. nor in all growing creatures aliketrees, beasts, gentle
or savage, humankindthe first sprouts and shootings, if but fair,
are the most potent to effect the happy censumation of goodness accord-
ing to kind." The legislators were inveigled to "appoint to the charge,
of their direction him who is in all points best of all the eitizens."L1

Christian O. Vc.1 of Well College, _rm. SUC7 nctly the
nature of the SocratiL-Pla itheds of schooling:

It is a WI SO teacher and reformer who members the inherent
cr potent i ml love of the human heart for ideal perfections,
7110 teacher who strives to awaken the inner and vital
initerests of the pupil rather than to impose rigid require-
ments of rote learning from without is applying Piatoism
to her teaching. She presides, aS did Socrates the great
follower of Plato, over the birth of ideas. waR
interests the teacher bolds up tantalizing imnaes of
perfection which lurk in all ambitions, She awakens ra
thaa communicates to the pupil the poten 'alities _fc_

development which lie Fallow in hlm

(384-,

istctle dealt with the aims and purposes of education and thc,.

-r 1CULEItII of formal educational institutions rather extensively in
-itiugs, especially in his Polities and Ethics, but considered

methods of teaching or th- role of teachers scanti Ty, eAcept as these
matters evolve indirectly FrOM the discourse- on education. POT

hieve the ultimte
goal -the attainment of hnppiness, amid hrippi ness results from
exc1 twice ilk thoe virtues that oanstitute the scope of man's
aetivities.13

Aristotle, education enabled the individual

, otlt states that there are ti outes to cAcel lcnce in the
virt s of Hie: habituation aad instruction ,

Some phi lusophers think that 'Lon arc c irtuocms by mi

othcrs, that they become virtuous by practice; stil



others, that they become virtuous by instruction. Cer-
tainly what pertains to nature is not in our power but
cozies from divine cause to a man who is very fortunate
Hovever, discourse and instruction are not effective
with everyone but the soul of the bearer must be prepar d
by good habits to TUJoiCe in the good and hate the evil.

But it is difficult properly to direct anyone to
viztuo from Iii s youth unless he is reared under good
lalws, to live a temperate_ and hard life is unattractive
to MoSt peu7lie but particularly the young. For this
reasoa the tearing of children and their activities ought
to be regulated by law. Thus good things will not be
distasteful after they become habitual.

It is not enough that the young receive proper rearinq and
Care, but on arriving at manhood they must learn these
very things by exporienco and become accustomed to them.
For (kis Ue need laws oven throughout the whole of man's
life, for nost men are more attentive to coercion than
argunent, to what is hurtful than what is good. 14

Aristotle bcli ved in the development of the individual by extensive
practice of various virtues under a regimen of harsh discipline, strict
laws, and rigid control, capped by formal instrec!tion that provides
the knowledge and understanding that would then guide hin in living
virtuously throughout his lifetime. As did Plato, his teacher, Aristotle
believed that the prinary function of education was to enable the
person to be an effective, participating citizen of the state, one who
lived a moral and virtuous ltfe in accordance with the community's
concept of the good life.

can Phi lcisophcrs and Educators

From the ii no c Aristotle to late and eighteenth
con tury is indeed nir_ny centuries but Taco ru les out a consideration
of what little was written during that COD that would contribute
to an analysis of teaching and the role and responsibilities of
teachers in the process of schooling. The great stalwarts of educ -
tional theory of Western Europe and England are still to be considered.
The works of only a few will be chosen for examination: Kant, Hegel,
Pcstalczzi, Herbart, Froebel, Montessori, and Spencer.

Immanu-1 Kant 1724-1804)

In the same vein as the Greek philosophors, Kant views education
as the means of attaining perfection. He directly and indirectly
dovotes 'much attention to Matters of calcation and tenching.10 HuTin-

his years of teaching at the University of Onigsberg he delivered a
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series of lectures on pedagogy durin a period of four sem :--ors
Extensive notes on these lectures i%ere recorded and edited by Theodor
Rink, and it is from this source that Kant's ideas on education and
teaching are obtained.

His basic po is stat,A husly:

IC is possible fur educat ion to become nutter and
and for each successive generation to take a step nearer
the perfection of humanity; for behind education lurks
the great secret of the perfection of human nature. . .

One al.Ecipde in. the art of zducation, which those men
who devise educational plans shotild especially have in
mind is this: children should be educated, mot with
reference to their present condition, but rattir with
regard to a possibly improved future state of the human
race--that is according- te the idea of lumanity and its
entire destiny. Good Educatian is exactl that whence
springs all t good in the world.1

_

Kant believed that pedagogy should be rational, Oans S tent with
the basic philosophy of life itself, and based on experimentation.
Teachers may take pride in his plea for expertness in the art of
education: "In order to improve children, it is necessary that pc 4,ogy
become a study, otherwise there is nothing to hope-from it, andthe
who has been educated eorrOtly trains others in a like manner."17

As to the teaching process, KAnt said: "It is Rot enough that children
be trained; the most important thing is that they learn to think."
Moreover, "education and instruction must not be merely mechanical,
hut must rest upon principles."16 it is for this reason that he
pled for experimental schools in which to try out methods and to seek
to improve instruction. Kant recognized almost two centuries ago that
"one of the greatest problems in education is, Hou can subjection to
lawful restraint be combined with the ability to make use of one's
freedom? For constraint is necessary. How shall f cultivate freedom
under conditions of compuision?"19 Kant then listed three procedures
for developing eedom within contraint!

(a) The child s hon Id he left pert-cet lv free, from earliest
childhood, in everything (except in mich instances where
he might i mi !aro hiniseir), unless the Mill:(r of his Freedom
nitcn'feres with rh.7,t 01

(h) ThQ ehild must be sh wn I hot he c;in
(Juju NS he permits other to rea h thei s.

(C) it iliust diSo be showa to the child tLit tm is under
such contra int a wi 11 lead him to the LISO of his own
freedom; that he is cultivated, so that one day he may
he Frue--that i s, riot dependent on the foresight of

20others.
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Again, Kant soaght to movo the child to the developinent of under-
standing, the use of reason, and formulation of principles for his

actions. Re speaRs at length about the development of imAims [which mould

be principles of conduct] as the essence of moral education. And these

"must sprdag from aan itself."21

Eant, as one .of the earliest philosophers of the modern ern to
write on educational theory, has had a tremendous influence on the
development of modern educational concepts and practice, not only
through his owr writings but by his influence on later German and
kmerican educational leaders and theorists.

Georue W. F. Hegel (1770-1831)

Hegel expanded and extended the Idealistic philosophy of Kant,
and developed a more thorough, systematic concept of life in its
many manifestations. He dealt with education and teaching only in
relation to other matters, but Nis influence on educational thinking
and practices both in Europe and this country in the nineteenth
century was highly significant in setting the pattern and practices
of Idealism as the basis for educational planning and program develop-

ment. This is the basic philosophy of inculcating fundamental ideals
and the forin of the world, derived a priori by logic, through school
training, with the recognition that only the more superior persons
could and should seek to naster these understandings, and hence to
rise to roles of leadership and governance. The curriculwm would be
rigid, clear-cut, predetermined and abstract in nature. Teaching would

of course, be directed to this kind of mastery and the acquisition of

knowledge.

Johann He_ (1776-184 U

'The Ilerbartians had great influence on Am rican education in the

later part of the nineteenth ceatury. X number of leading educators
of this country studied Herbart's doctrines in Germany and became
vigorous advocates of his concepts, principles and philosophy. They

formed a society, The National Herbart Society, devoted to the advanc

ment of his ideas. lt is fair to state that Herbart's extensive
writings (A psychology and education constituted the first full-scale

consideration of the educational process, from defining aims to the

art of instruction, available VD educators and it is quite apparent

why they mere attracted so strongly to Herbart's work. His psychology

was nuch nore comprehonsive, scientific, and advanced than any other
theories of the day, but it was principally his proposals fox instruction

that rec ived enthusiastic support.

For Herbart, "The one and the whole work of education may be

summed up tn the conceptMorality. 22 He continues: "It is the ccrtai r

of its plan which izives value to cducat on; it must see its result

beforehand, iF not indeed with absolute certai ty, yet still with much

13
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probability.' Herbart was iris istent that man left to himself would
become a "very clever, calculating, logical egoist." But thTough
education and the guidance of a tacher, a student would develop
many-sided interests, a clearmess of understanding, and a great energy
of character. Herbart did net propose to impose a morality on the
student, "but rather insight, together uith corresponding volition
in the pupil." 7hus is it primarily the development of the individual
that Herbart 5ought through educationdevelopment that resulted in
standards of morality, character, willingness to act on the basis

morality, and the ability "to diseern and assimilate new moral
intellectual truth." Power simunarizes Herbart's concepts of mor
as inner freedom, pe fection or efficiency, benevolence, justice
and equity,24

Herbort d.evoted much space to the role and work of the tori che
1 especially urged the desirability of thorough planning: "What
the educator should care for must lie open before him like a

or if possible, like the plan of a well-built city." Further, "the
teacher must represent the future man in the boy, consequently the aims
which the pupil will as an adult place before himself in the future
must be the present care of the teacheri,.he must prepare beforehand
an inward facility for attaining them."5 The concept of the ''many-
sidedness of intcrest" is developc,1 extensively in the second book,
of.his Science of Education; it holds much value for teachers today.

Herbart sees that "the teacher himself will he to the p pil a

object of experience at once as fruitful as it is direct." The teach
must have clear conceptions of the aims of education and of modes to
achieve them The importance Herbart attached to teaching is_ expr
thusly:

The aims of all those who educate and demand education
is detorini ned by the range of thought they bring to
the subject. . . If the teachers possess originality
they will utilize all that comes to hand to provide
stimulus and occupation for the objects of their care'
if they have foresight, they exclude all which may be
harmful to health, disposition, or manners26

The most practical and most widely used aspect of Herbart's
concepts of teaching consists of his analysis of teaching. lie himself
designatod four steps or processes in teaching: "Clearness, association,
system, method,"27 His leading disciples expanded and restated these
four steps into five, based on his explanation of them:

5

Preparation - Analysis
Presentation - Synthesis
Assoc i at ion

Systemat iz!ation

Appi lcat ion

2 0

Appereept ion of pereupts

ThougTht, The derivation and
arrangement of rule, principle
OT classi From knowing tp doing;
use oC no to r powers28



Friedrich Froc (1782-18S2)

From a vantage point of more than a century later one may truly
declare that Froebel next to John Dewey contributed more to the advan --
ment of educational practice in the world than any other person of
modern times. All of the reserch both in matters of formal schooling
and in human growth of recent years confirms the utmost importance
of the first few years of childhood in the development cf the individual,
intellectually, emotionally, socially, and physically. It was Froebel's
advocacy of the kindergarten and his overwhelming efforts to establish
and promote the movement, to formulate curriculum and programs for
this age group, and to prepare teachers for professional work at this
level of schooling that turned the attention of educators and prompted
the nations of the Western world to the development of programs of
schooling for the young child. His proposals, programs, and plans for
and work in actually establishing and operating the schools contribute
much to the art and theory of teaching nd the role of teachers in the
educational process.

Froebel sounded the clarion ca 1 MOTO than a
should characterize all efforts in developing qua
education today:

Come, let us live with our children!

ntury ag
ty progr

"Come, let US I ve with our children" becol es, when
manifested in action, an institution for fostering
family life and for the cultivation of the life of
the nation, and of mankind, through fostering the
impulse to activity, investigation, and culture in
man, in the child as a member of the family, of the
nation, and of humanity; an institution_ for self-
ins-ruction, selfeducation, and self-cultivation
of nkind. .29

Froebel, as was evident in the works of other philosophers of
education of this periodKant, Herbart, Pestalozzi, Rousseau, Sp riccr
Hegel, Goethe, emphasized the importance of the individual as a
person in the schooling process and the necessity of cultivating and
developing his inherent potentialities. Thus, his definition:
"Education consists in leading man, as a 11t1LAteL, intelligent being,
growing into self-consciousness, to a pure and unsullied, conscious and
free representation of the inner law of Divine Unity, and in teaching
him ways and means thereto."5 0

In his basic treatise, The Education of Man, Froebel not only
states his views on the aims and goals of education, but presentS in
detail appropriate principles and plans for education from "earliest
childhood" through the "boyhood of man" to "man as a scholar or pupil."
Throughout the whole period of development he pleads For a unity of
things, a completeness that brings into harmony the internal life of

15
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child and the oNttrnal world.

The kindergarten "is to be 1 living whole, or, as it were,
in itself, as well as to provide means of employment and consequent12;
of culture and instruction, founded on the relations of man to Nature
and life,"

His ha.. instruction __ teachers

The educator, tho teacher, should make the individu-
and particular vncral, the generl partiular and
individual, and eluccidate both in life:, he s1121..21d_

make the external internal, and the intoml external
and indicate the necessary uaity of both; he should
consiTRFTTi ?Mte In light of the infinite, and the
infinite in the light of the finite and harmonize both
in

IIi: plah for education:

As the preceding period of human developwat, the period of
childhood, predominately that of life for the sake merely
of living, for making the internal external, so the period
of oyhood is predominately the period fe,- a rig for
naking the external internal.32

At the nore mature stage, Fr- bel believes that

Ihe school cndeavors to render the scholar fully consL
of the nature and inner life of things md of himself, tc)
teach hin to know the inner relations of thi gs to one
another, to the human being, to the scholar, and to the
living source and conscious unity of all things. .

i3

As to the the ier hu

It is by no means the acquisition of a cert.ain number
of miscellaneous external facts that constitutes the
essential chaTacteristic of the t.ehool, but only the
living spirit that animates all things and in which
all things move. Would that all whose business it
to dixect and manage schools might carefully consider
this.34

.Jo1-iann Pes 746-1827 and Joan Rousseau 12-1778)

Pestalozzi and Roussec_u together, are the "fathers" of child-
cen ered schooling. The nest avid proponent today of any mov rlabelled "progressive education," "open education dui," "indivi a y

guided education," or "the child-centered school" would not state
wore clearly Or more eloquently the case for the individualization

1r)



if education than t hose two great lead( , LIL1(0 ti tina l r-form in

the eighteenth celitury. Any teacher or prof,_ cor of education

wishes to develop a rat loon le and then a methodology for individual
tion of instuction may well start with their respective monumental
works, How Gertrude reaches Her C ililren and Em)le. Note also that
Power, in an excellent analysis of the views and concepts on edncatici
oC these two groat men, insists that a proper title for P
compiled works could he "Talks to Teachers."-.)5

For

or ,

and
tion
act,

wis-

the ultimate aim IIC a

to qu:ili fy the human being to the frcc and tin 1 1 1..1F0

of the faculties implanted b' --

direct all of these facult towards tl perfec-

e whole being of man, that he mav be enabled to
his peculiar station, as an instrument of that al

that has called him into life,and almight Pow

These two philosophersadvoated that schooling should be in harmony
with the natural development of the child. The purpose of education
is to guide the unfolding of the natural capabilities and potentiali
of the student; natural education is a highly personal affair, yet

it is guided and directed by a skillful teacher to the end of enabling
the person to attain complete self-development and good moral character.

instruction, both cmiltent and method, should he in complete harmony
with the stages of development of human nature. The subjects taught
should he selected in light of the child's interests and needs, learning
activities appropriate for his or her state of development, and past
experiences and natural interests.

The role of teacher is greatly enhanced and is a mu h more demanding
and insight ful one than characterized traditional education of the
oighteenth entury. Hence, the great importance Pestalerzi, who was
the practitioner as well as theorist, attached to teacher training
and the work of teachers in the schools. In fact, he clearly saw

-A that the success of the school depended on the skill and ability of

the teacher.

The starting point for inst ruction is the child's intuition and
his/her natural mci ima ions; but learning is to he directed step hy
step, moving forward gradually as each step was mastered so that the

unfolding or the child's development would be progressive, in line
th future needs, and pointed to character, From the extolls i ye wr i t

of these two great pioneers of child-centered education, perhaps ,his

one quota best represents the point of view of natur listic

schooling:

All inst ruet ion of mn:mn is then only the Art f helping

develop in her own way; and this Art rests
essentially on the relat ion and harmony between the

1 7



i_mpressions received by the ch i 1 l 3U degree
of his developed powers. It is 0 nocessaiy in the
impressions that are brought to the child by instruction,
that there should be sequence, sothat beginning and
progress should keep pace with the beginning and progress
of the powers to b- developed in the child . . the
constituents of instruction must be separated according
to the degree of the growing power of the child; and
that in all matters of instruction, it is necessary to
determine with the greatest accuracy which of these
constitutents is f t for each age of the child, in order
on the one hand, not to hold him back if he is ready;
and on the other, not to load him and confuse him with
anything for which he is not quite re

t.aiia Nonte so i -1932)

Mkt a; son as both a theorist arid a pract it Loner. Her schools
exemplars of her concepts he educational process. Revival

interest in this country in the Montessori methods indicates the
works,

Toritcs sori believed that the perfL ti_n of man himself and of
society could only be achi.eved through the proper education of the
young, beginning at birth. Rut such education must he a process of
natural unfolding, of helping the child educate himself: "All growth
must cone frOM a voluntary act ion of the child himself." Thus her
views:

IF salvation and help are to conic, it is from the child,
for the child is the constructor of man, and so of

,

society. . Education should no lon er be mostly
imparting of knowledge, but make take a new path, see
ing the release of human potentialities. When should
education begin? Our answer is that greatne53 of human
porsonality begins at birth, an affirmation fu 1 of
practical reality, however strikingly mystic.

.

Scientific observa_ in then has established tha
rion is not what the teacher gives; education is a

natural process spontaneously carried out by the humai
individual, and is acquired not by listening to words
hut hy experiences upon the env I ronment.38

Montessori's methods are fully descrihed in a itunber ul her hooks,
hot bri cely and I n;idequat ely stated they call for the setting of learning
experience For the child by an adult at a veryearlyage; the adult
is always guiding the process, hut not dictating nor often oven directing
it; an environment is "prepared" in the classroom that enables the
child to engage in a variety of games and activities, but the teacher
must kmow. when i t appropr i ate for each individual child to engage

Is
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cular or a partic

ent or 3 gaMO. _ =In ipi 13 thLng,. ilovoIopment

is also important, and thi , i nits from the child

materials; development of self orgAniation i , important, and this, 1,,a,

comes from properly directed activities in 1Us early years; provid,'

ample "liberty within limits"

:d work liaho:,

actjvities with

teacher is ill imj'ortint h

devot ed much of her t ime and energy

training course hid three aspects;
foundations of the method, and the ti
the practical work with the teaching ma
understand fully o that he/she knows

which to present them to the students;
in school, particularly to observe how
bersetf in the free atmosphere of

sor i plAn. he alway

he triining ot teaeht.
Ihic:11 and psychological

the teaching matorial!;;
the teacher ru

sequence an( 1 the manner in
and observation of the childrvn
the child teaches hims f/

But underlyi-_g tilL program ITt teacher plepar. at i.on was Montesso

insistence that A teacher MUSt 101. e children and study and observe

each one mdiv i dcii 11 so that a proper and valid program of experlea

coul I be planned. Some of her houghts on this matter include:

It is my bel i ci that the thing whi h we shutil ii cultivate

in our teachers is more the L1211:11._ than the mechanical

skill of the scientist. . . ThL est in humanity

to which We WLSh to educate the CL'aChcr must be characterisco

by the intimate relationship between the observer and the

individual to he observed iIt the love for man is

a far more re der thing, and so simple that it Is universai ,

Herbert Speneet: (t 20-19)3)

Spencer was an early and avid advocate of ut iii tnr ian isn edu,e4,

tion His oft-quoted dictum in his effort to answer his own question,

"What Knowledge Is of Most Worth?" expresses aptly this position:

"flow to live?--this is the essential quetion for us. . To prepire

us for complete living is the function which education has to disehoxp;

and the only rational mode of judging of any educational course is
to judge in what degree it discharges such function."40 Further in

developing his concept, Spencer delineated the "leading kinds of

activity which constitute human life."

Those activities which directly minister

preservation;

(hi

I. I if

Ic ities wli cli, hy situr Fig tho nocel-otaric!'

mill rc't.'t ly IllillistrI to sel 1.,,pro:41-vat ;

Iii 'i c act It I cc wlii ck hive

and di sei pl Imo of offspring;

tHIN r ond 1 rod in



Those act o ved in the main enance
of proper social and pd itical relations;

Those miscellaneous activities which malie up tb
leisure part of life, devoted to the gratification
of tastes and reclines.'"

Spencer also had considerable to say about teaching methods. Much
of his second essay in Utica ion, "Intellectual Educ4),Itieri," is devoted
to this topic. Of course, he favored a naturalistic approach to
instruction. He built on Pestalozzi's ideas of leneiling through
activity, learning by doing, and in giving the chi1,6 a, great deal of
freedom to choose his or her activities and modes of pursuing them.
He especially recommended the use of observation, and the "systematic
culture of the powers of observation." IL- He believed in the idea of
a process of natural development of the child, and felt that instruc-
tion should adhere to the "methods of nature." "Educa.ti.on must conform
to the natural process of mental evolution." For him "the acquirement
of knowledge [should he] pleasurable rather than painful."

Spencer stresses the necessity of good teachers: "'Bad teachers
will fail even with the best methods." In fact, he stated that "The
subject which involve; all other subjects, and thexefore the allject
in which the ed on of ever one should culminate is he Theory
and Practice of Educa in." - He felt that good tcichisg depends on
a philosophical basis "The true education is practicle only to
the true philosopher." He continued: "To pursue a rational course
throughout tlie entire range of studies, asks an amount of judgment,
of invention, of intellectual sympathy, of analytical faculty, which
we shall never see applied to it while the tutorial office is held in
such small esteem."44 The essay includes six listed jciples of
teaching, which emphasize instruction that proceeds Erot the simple
to the complex, and from the concrete to the abstract, from the
empirical to the rational, is in accord with the cducatin of munkild
historically, and results in pleasure for the learner.

American Scholars and Leaders

Alth ugh a number of American scholars, statesmen, ind writers
who lived during the colonial period and the early years of nation-
hood, such as Franklin, Jefferson, and Rush, had importaiit things to
say about education and schooling, attention here will, be given to great
educational leaders of the nineteenth century: Horace Mann, Ralph
Waldo Emerson, De,litt Clinton, Henry Barnard, Charles Elliot, and
Nicholas Murray Butler.
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He expounded at great length on i e conirihutions of uctili;It on

the development If the trait And Ills needed hv people lH

nnd, pAr tutu irlv , in ea lying on the luties of itt

tl a dellioc

.uoe .-,:owa ds teacher nad their comper oele., pointedly
The nttir 1 r

ttated in Mann's first annual report in whici he qii the law in

in Massachusetts at that time (1

It shall bc the duty or all inst ru of youth to exert

their hest endeavors to impress OH the minds of children

committed to their care and instruct I on, the
and
princ )les of piety, justice, and a sacred rega

truth love to their country, humanity, and uni

honey lence sohrjety, industry, and fruolity, Lhastitv,

moderation, and temperance, and those other virttws,

lich are the ornament of human society, and the basis

upon which a republican constitution i founded. . .

Mann devoted m ch attent ion to the proccst of teachini And to the

ration of teachers. It wOO ld he a parent that he envi Si timed

teacher as a person who could carry out all of the responsi ilities

icted for cducat ion tri the quotattons above. for five years

his _term as Secretary of the Massachuset Board of bducation he

annually toured each county of the state to del iver a lengthy, ted ions

a conference of teahrs, as required by law, He igued
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, i n 7 I I number

(:rinII(' I II WILI1 order pi A, edeni.J.,

t1t 111.1i 0li7 kwl,

het fn r iVI1 laciilt lO he higher and

not he oaVi liced to the lower; -do I know hi what point

h onc 1.1c!, hould grow, 'Ao that the

chAraeter may not he improvished hv deficiency, and
what point each one ahoillil stop, ;1,, not to bectrly

1-Ank and diAproportionate -and do I know by What dro,:y.

And MOAN' ""11011 d wonderful work i'.-, hu aecompli,hed'.

wird (111-

i:°Y liihiII:lId t,,ho l I4'l0I 11:11 HorAcy

Mann, both serv ilig at the same t me as ::ceretarice, of 1 ltd r respoetiv(

,,tate hoar, neat ionConnect i cut and Nlassachuset t exercised

tremendous uI litence on education in this country f(r more than a

half centur .
He not nily wa-, secretary land for an interim also

NMO type position in Rhode Island), editor of the ref ed

Amer', h Journal of Edtication--one authority designates him as

creator of American educational literature," A college and university
president, and the first U.S. Commissioner of Education (1967-1870:',
hut as a national and international spokesman for education, Barnard
must he regarded :P; one of the most eminent of American Educ;tors.

Barnard and Mann, moreo .r held quite comparahle conceptions
the purposes of the school, thc nature and scope of the curriculum,

)'ole and cjiial ineations of teachers. Barnard wrote:

I. t he ends ol educat 11111 were regarded :-Aimething more

would he aimed at than to enahl e a eh ilul to read, write,

2 9
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rwird

hi it c. till-i
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Ik'r. He pleaded:

I wiiizld u-i but tc1tItitt ullv repeat, lel something
he done to provide an adequate supply of well qualified
teachers for our common ea.:hoots. Without them I have no
(XIICC tat loll that there will be any material illipruveflient

Ill I tie (111J_Litly, and amount
i_. education given t them,'S_

did Muilim, it oritalli t&l t A. I ii:t 1 rItes nd conferences
, and

promoted the &lrtyliii::it.iorl -f societiOs of teachers through which they
:ould exchange ideas nd learn hater methods of instructi
decried the excessive turnover among teachers, and the low salar es.
Mit his most significant effor were in the promotion and establish-
ment of normal schools for the training of teachers. Under his leader-
ship, Connecticut and Rhode [stand joined Massachusetts in the movement;
and throughout his long career he continued to work for the imiprovement
nf programs for teacher education.

Izalph ia do Emerson fl803-1882)

Till' MO V III 101 1 IDWI ';11 I ).111 LII 0 1 IL CLIII I ill flUonc()
In American though' in !he nineteenth century, Hr IoU cttation
from ono of its leading spokesman, Ralph Waldo Emerson, is in order.
The parallelism between much of Mann's writings on the purposes and
aims of education and Emerson's two essays on the subject is evident.
r;oth had lofty conceptions of the role of education in the achievement
ur prfectahility Nv man. appealiig For the development of truly

persons.



k,di,rjH

iw t'c -,huh1,1 he comluen-,uirlte wit h
the ohject Ilfe, 1: ,hould h( a moral one; to teaeh

elt -trust; to inspire the youthful Mari With an interest

in hill1,,P11; wqllacnriosity touching his own tO

;foto:lint hiM rcf",ourcij. Mind, And to teach

him that there is all hi:, strength. And to intlame him with

piety totvard he lireim in which he live:,.5°

After :-Itating at lenp,th why he "Iihes boys," and 1 iuing their boyi'h

traits. IMIersen believed that

. . the secret ot LWientioo lies mig the
I t 1 v,H) i ,) che,) 'hi. i1.1.1 1 1 11,)

what he shall dn. Ir is chosen and foreordained. And
only hold.; hev to his own .-7.ccri:1, by your

1_.111Ocrimi, and thwarting and too much governing he may

he hindi- 1 from his own end and kept out at' his own.
Respect the child. Wait and see the new product of

Nature. Nature loves analogies, but not repetitions.
Respect the hild. Re nOt too much his pArent.

not on the solltude.J;

He closes the essay with some home-spun advice to Leachers.

I assume that you will keep the gramimir, reading, writing

and arithmetic in order; 'tis easy and of course you will.

But smuggle in a little contraband wit. Fancy, imagina-
tion, thought. If you have a tastewhich you have
suppressed because it is not shared by those about you,

tell them that. . , If a child happens to show thaI he
knows any fact about astronomy, or plants, or birds, or
rocks, of history, that interests him and you, hush all
the classes and encourage him to tell it so that all may

hear. Then you have made your school-room like tlle world.
Of course you will insist on modesty in the children, and
respect to their teachers, hut if the boy stops you in

your speech, cries out that you aro wrong and sets you

right, hug him.6

hmerson then lays down _his concept of ;1 leacher:

By simple living, by an illMnitable soul, you inspire,

you correct, you instruct, you raise, you embellish all.

Ky your own Act you te:ich the beholder how to do the

practicahle. \ccording to the depth from which you drnw

your life, s,uch as the depth not cull', of your strenuous

effort, but ot your manners And preence.--
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Ho Llinion

w t nt on governey , rk and a great po cal 1 eady

in that state during the First part oi ninoteenth century,
also N strong advocate 01- public education and tOOk N very active role
Ill developing our system ol schools and programs lor the training
of teachers. In common with Jefferson and many other leading states-

OC his day, he regarded education as the means whereby mankind
its highest level oC Fulfillment, piety and morality. Furthel -

more, he considered edileation essential For the development of a
republican COCM of government.

Some excerpts trflm his addresse'i and wrilin P.Ive PoInt 01

The first duty of a stale is to render I! s

virtuous hy intellectual -1-itruction and moral disciplim..
Hy enlightening their minds, purifying their hearts
,ind t-2nchIng them their rights and obligations. ,

Upon education we must therefore rely for the purity,
the preservation and the perpetuation of republican
government.

3- *

The first duty of government and the surest ovidence of
good government is the encouragement of eduction. A

general diffusion of knowledge is theprocursor and
protector of republican institutions.('0

Clinton kas an advocate of teacher training. A full decade or
more before Horace Nann's efforts to establish a normal training
school in Massachusetts, he was recommending the establishment of
teacher training institutions in New York SiNI:0, and presented a plan
in 1828 for the establishment of normal training schooll, throughout
the state. Some of his views arc indicated hy these quotntions:

rhe education of youth is an important trilst, and an
honorable vocation, hut it is often committed to
unskillful hand--

The vocation of teacher Mi his influence on the
characters and :,,,:stinies of the rising and all &flir,
generations has either not been fully understood or

26



dii y 1 11a:A
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profuss AP;

rankd

fl1 oe many ( hers) arc dest I tute of the recjiii sitc

ivalificat 1 otis aad peril; inconsiderahle intuda

1111011 I to teach heyond rudimtrita I instruction.

. . . ought the mind and u morals of the ri.t.ing

and perhaps the destihtcs of all Fitttirt generation
Hi he tflt rus ted to t he .t.i,tt:tr_d_ 01 ..ficioni etic.c.

1. 27).

![LtUt c cL cJUICIII LILL: educat

of teachers. A compliance with this rucomm
tion wit' have a henign influence on indiv
happiness and sac c=l pr s.'ry (182O).°1

Eitit. Clinton's recommenda:ion for the Founding of such a teacher
training insC.tuti n was not carried to fruition by the legislature
sit-11 1844, In the mcantimc a number of the academies, as noted
ter, organized teacher training departments and the 1 gislature

sanctioned such action in 1835.

Chr10 W. fliot -1926)

The renowned president of Harvard Universit, for many yeaT
(1869 to 1909) , Charles Eliot was undoubtedly cutstanding loader
in educational thought during the last quarter of the nineteenth
century. His very active role in the National Education Association
and his many addresses on education both at the conventions of that
group and elsewhere, his many other essays and speeches, his work as
chairman of the Committee of Ten, his leadership at his own instit
on in implementing reforms, and his constant efforts in many ways
advance the cause of public education in this country justify such

recognition in any examination of the antecedents of present-day dove o
ments in teacher education.

For Eliot the primary function of education was to develop each
person to his full poential, with emphasis on character, knowlo4c,
serivity to natural things, rational judgment, self-control, keen
powc-..s oF ohservation, and joy through achievements. Some excerpts
illustrate his views:

ft is for the interest of society, as well as the
individual, that every individual child's peculiar
v,ifts and powers should hedeveloped and trained to
the highest degree (l92).('''

27
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Ld0Cntion should moall rile systematic trainin
of all children for the duties or life; and it seems
as if this systematic training could work almost a
revolution in human society in two or three genera-
tions. . It seems to provide directly for a
general increase of power to reason and, therefore,_
of actual reasonableness in cohduct of life ()89210-)

k k k

These, then, are the four things in which the individual
youth should be thoroughly trained, if his judgment and
reasoning power are to he systematically developed:
observing :iccurately; recording correctly; comparing,
grouping, and inferring justly; nnd expressing

br
cogeritly the results or these mental operati,as (1892

k

Industry, persiStehee, veracity in work and act, gentle-
ness, and disinterestedness should be made to thrive and
blossom daring 3choof lire Hi iwaiLs or the children.

. (1897)65

In two significant uddrcssca delivered in his later years, Eliot
describes in considerable detail his concepts of au educated person.
In his "Education for Efficiency" he states these objectives for
education:

The training of the bodily senses ahd the care of the body.

The imparting of the habit of quick and concentrated atten-
tion.

Induce young people to think.

The cultivation of the critical discernment of beauty
and excellence in things and in words and thoughts,
in nafIre and in huwnri nature.

Cultivate incessantly the judicial faculty for the wise
enjoyment of liberty.

The implanting of the love of truth.

Supply every_mil with the motive power of some enthusiasm
or devotion.6-

In his address on the cultivated man, which constituted his
presidential address to the NEA convention in 1903, Eliot lists four
major characteristics of an educated person:

28
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Chi

Aoilit pret himself' by tonHies or pen with some
accuracy and elegance.

Ac ulintince with some part

Training of th, st rito

It ir knowlei

Although he addressed teachers and scilool almini str:LtOrs I ruc1ucnt ly,

d as pro.-iident of the National Education Association it 1 2-1W3,
d wrote extensively on education, Eliot had little to say on teaching,
- qualifications -Met's, and teaching cimpetencies. We a-re

_ n J_ed to infer the, things quite Utrge I rom his writ in'-s on the
nature of education itself. it is obvious t. hat he sought a democratically
ulicieLod classroom as oppused to one with UISLtOJ almosph(ttc,
and one in which reason and self-control would prevail, pupils would
find joy in achievement, and have ample opportunity through experience
to develop their senses and powers of observation. A generation later,
hct, would have been a genuine "progressive" educator.

Sevc-al statemeitS he mado on t each i no are importat

_re has been too muoh reliance on thc pri nciple
f Authority, too little on the progressive and persistent

appeal to reason. . = the habit of obedience to author-
ity and of the pacsive reception of imposed opinions is
almost inconsistent with an effective development of
reasoning Power aA of an independence of thought. 8

In concluding his addre on "The Cultivated a " lliot had
words of adviee for teachers:

Let us as teachers accept Ito single clement or kind of
culture as the one essential; let us remember that the
best fruits of real culture arc an open mind, broad
sympathies, and respect for all the diverse achieve-
ments of the human intellect at whatever stage of devel
ment they may actually be.69

P-

Much earlier in his career (1879) he Adressed the Massachusetts
Teachers Association and pleaded for three things: careful selection
of teachers by examination and probation; ultimate appointment without
limitation of time (tenure); and a system of retiring annuities.
Pon-der on these things in terms of 1879, not 1976. Selection, he said,
should be based on examinations on the "subjects taught in the schools,
and such others as may best exhibit the capacities of the candidates."
Tenure would be based tia three probationary periods: the first of
one year, the second up to three years, and the last for five or six
years.70



Chu 1,11Irray hut c r 111,,

A. contemporary oi klioi , and a clol-,e associate in their coumton
pmiCessional activities in tile 7ational Education Association, the
College Entrance Examination Board and other organiations, and,
likewise, a president of the National Education Association (l891-
1895), Butler shared much the same views with Eliot on the importance
oF education and 0R the need for training of teacher:;;. He placed great
emphasis on knowledge, the development oC the powers cif the mind,
intellectualism, the u5o of reason, and matters of the spirit, and
played down the practical and training aspects of schooling, but he,
like. Eliot, placed great confidence in scientific knowledge and use
of scienlific methods.

Ho urged that 'eacher eduction he hased OH s,.:IentLf1(: Ntudy,
p:(11 icularly makinI, 11-,c «F re;ychology. excerpt, cone.crns:

Here and there a -,,ccoliti;try school-master, and here and there

a college president or professor, takes 3 genuine and
intelligent interest in education for its own i,ake., but
the vast majority know nothing of it, and are hut little
affected by it. They are conent to accumulate what they
arc plealicd to term "experience"

. . The one qualifica-
tIon most to he feared in a teacher, and the one to be
most carefully inquired into, is this same "experience"
when it stands alone. I am profoundly distrustful of
it. . The scientific teacher, the theorist, on the
contrary, asks what manner of phenomena these are that
are before him, what are their inner relations, and the
principles on which they are based. This, of course,
is the first great step, taken by all scientific method,
toward a knowledge of causes (1895).-

Finally, there is bad teaching, without mention or which
no paper on education is quite complete. As it is

practially impossible to secure the dismissal from
public-school positions of hard-worki ,g and deserving
young women "simply because they cannot teach," we are
likely to have this chief cause of waste with us for
another century or while public opinion is learning
what education really means (1898).72

In his address to the NEA convention at Minneapolis in 1902,
Butler pursued this theme of waste in education:

. , . . This undoubted waste is due to two easily
ascertained causes. First, lack of sufficient scholar-
ship on the part of the teacher; and, second the
growing tendency to exaggerate the importance of
method in teaching.

30
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13ek or ;.:.hukirship ix Away', woAcfoi in teaching,

for the reaon that it take!; d long time to teach
what yOU do not know. . . Second, 1 hold thrit

the tendency of the la!A twenty-five year to ex:.merato

tho importance of method in teaching has resulted in
holding hack students who are eager and ready to go
forward with the suhjoct matter. . . My contention
is that we must give up all this exaggeration of method,
and come back to tho idco| teacher's training, namely,
th:it system of training which puts a ncw emphasis on
scholarship, new emphnsis on educational principles,
now emphasis on the teaching spirit,,and which subordin-
ates methods to all three of these."
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CHAP

-',NTECEDENT DEVELOP'iENTS IN TEACHER EDUCATION

In analyzing the antecedents of competency-based teacher educa-tion programs, it is appropriate in this chapter to describe briefly
the nature and practice of teacher education in this country priorto the twentieth century. Several excellent sources are available forth s purpose.1

Barnard points out that formal se inaries, later designated asnormal schools, for the preparation of teachers were established inwhat is now Germany in the early 1700s. He states that about thirtywere in operation at the beginning of the nineteenth century; in hisstudy, published in 1851, he reports 264 normal schools in Europe.Pestalozzi, Herbart, and Froebel had all given much attention to anddeveloped programs for the preparation of teachers to work in their
respective schools and model programs.

In this country, little attention was given to teacher traininguntil the nineteenth century. Mann and Barnard took up the cause,and were incessant and vociferous advocates of programs and means
for improvement of teaching itself. Other active leaders in the
movement included William Russe11,2 Thomas H. Gallaudet, dames G. Carter,William E. Channing, and Calvin E. Stowe.3

The first institutions to provide any type of teacher educationwere private academies or seminaries. A few of them,recognizing thatsome of their students took positions as teachers in elementary schools,organized a special department for those students interested in enter-ing the profession. Instruction was offered in the common subjects
taught in elementary schools and rudimentary lectures in the art of
teaching constituted the professional course.4

But Mann called for a more formal program of training, often
decrying the low state of the art, and the very poor instruction being
provided in the schools of M.assachusetts. Based on Carter's fervent
pleas, and later under Mann's leadership in the legislature, Massachussein 1838 authorized the establishment of the first normal schools inAmerica. Three were authorized; two were opened in 1839 and the thirdone in 1840. Connecticut and Rhode Island, under the leadership of
Barnard, and New York at the urging of De Witt Clinton, soon joined
the movement, and it then spread rather rapidly to other states.
Frazier identified 15 state nermal schools in existence in 1865, plusthree quasi public ones in Pennsy1vania.5

Following the Civil War, teacher educat on institutions of onekind or another increased rapidly. In 1900, 125 state normal schoolsreported to the U. S. Commissioner of Education.6 But a number of
other types of institutions also flourished. A large portion of the
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academies, especially in New Englaod Jod the Middle Atlantic states,,

offered a professional course in the principles or teaching. As the

public high school supplanted the academies after the Civil War, they,

t5o, often offered a "normal tr:iinng" cour,,e as An elective program.

In fact, these normal training high schools furnished the large portion

of the teachers for the rural and small village elementary schools

in the Great Plains area of the nation, and to a lesser extent in

other areas. The course consisted or an intensive review of the basic

school subjects, a course in principles of teaching, and limited

practice and observation in an elemeritry school.

During the course of the cont1,1:T, school systems in many of the

large cities established their own "city normal schools" or some type

of special training classes for teachers. Later, those programs that

survived became city teachers colleges. Philadelphia, for example,

set up a "model" school in ISIS to train teachers for its Lancasterian

program of teaching, hut it did not survive the elimination of that

mode of teaching. In the early decades of the twentieth century the

School systems in Chicago, St. Louis, Washington, D.C., and others

largely depended on their own teachers colleges for staff members i

the elementary level. In some states, such as Wisconsin, a local

(county or area ) normal school was authorized.

Private normal schools also flou ished in some states. They simply

were competitors of the state schools and helped to serve a portion

of the young people of a state.

Collegiate institutions gave little attention to professional

training of teachers until late in the century. Some as early as the

Civil War period in a sporadic and demeaning manner devoted some efforts

to the matter, but it was always as a separate "preparatory" department

of the institution. Later some of them offered a course or two in

pedagogy or philosophy of education for college credit. It was not

until the efforts of John Dewey, Francis W. Parker, Nicholas Murray

Butler, James Russell and others late in the 1800s that colleges and

universities devoted serious attention to the preparation of teachers.

By the early l900$ many of the normal schools had been accorded collegiate

standing and were awarding baccalaureate degrees, and a new institu-

tion, the teachers college, was being rapidly developed throughout the

country,

Professional preparation or teachers was also promoted by less

Formal agencies, such as teacher's institutes, reading circles, ex-

tension lectures (Horace Mann's renowned Lectures in the 1830s and 40s

are examples), summer institutes, and meetings of local teachers'

organizations. Through Mann's and Barnard's efforts professional

literature also became available, and it wielded great influence.

As is evident, the normal school dominated what teacher education

programs existed in the nineteenth century, and as such, they set the

pattern for professional training throughout the nineteenth century.

It was only later that such outstanding theorists and leaders as Dewey,

Parker, Harris, and Russell developed new concepts and new approaches to
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teaching, and hence to preparatory programs for teachers. However,
it should be recognized that even late in the nineteenth century,
only a small portion of teachers in the schools of this country had had
formal professional training in the art of teaehing.7 The normal
school, although a tremendous step forward at the time, was actually
a very inadequate professional agency. in its early years most students
were only graduates of the elementary school itself, or at best of an
academy or high school; they usually remained only a year or less in
the program, and in the profession only a year or two longer. Appli-
cants for admission had to pass (whatever that meant) an examination
on the basic schools subjects, be of good moral character, and declare
an intent to teach. Minimum age was 16 years for women, and 17 for men.

The program of preparation in the early years of the development
of normal schools consisted of reviews--often actually initial learning--
of the subject matter of the school subjects, including spelling,
reading, writing, drawing, arithmetic, physiology, geography, and
grammar, and courses in algebra, geometry, bookkeeping, navigation,
natural philosophy (science), and history. Attention was also given
to morals and piety. The art of teaching was covered in one course,
although attention wa_ also given in the review of each subject to
methods of teaching.

Decades later, as Frazier points out in a survey of offerings
in nine selected state normal schools in 1870 and 1890, a wide range
of professional courses was offered. A course On methods for teaching
each of the principal subjects was commonly offered; much attention
was devoted to the art and science of teaching, school management,
psychology, history of education, and moral and mental philosophy.
Moreover, by the turn of the century, the better ef the normal schools
were offering up to a four-year course, and included much work in the
academic subject fields.8

Practice in teaching, observation, practice lessons and the like
were required; most of the institutions had a "model school" or adjunct
elementary school(s) in which such practical experience could be gained.

This, then, in general was the pattern of professional education
of teachers in the nineteenth century. As for teachers in the secondary
schools, little professional preparation was provided, or required.
Some elected to attend a normal school; later as these institutions
extended their programs and added courses in the disciplines, a sub-
stantial portion of secondary teachers attended a normal school. Others
enrolled for a course or two in pedagogy. Some collegiate institutions
even established a "model" school for practical experiences of those
interested.

For the purposes of this study, a significant point to be noted
is the practical nature of the programs provided by the normal schools--
the dominant professional institution of the nineteenth century. The
whole emphasis was on the teaching methods to be employed in each
subject field, and the practice in using these methods in the student
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and, la
9

teaching exper.-nc in the classroom,- A vivid descrip-
'raining and of a mid-nineteenth

century professional training program devoted specifically to the
development of overt, identifiable competencies is the "Object
Teaching" program at Oswego, New York, State Normal and Training School.
It was established in 1861 to train teachers for the innovative
programs of elementary education being developed in the schools of
that city, but the nature and effectiveness of its program in using
the new objects teaching approach to schooling broughtnational and
international acclaim and for a quarter of a century its training
programsetapatternfor_much of the professional program in normal
schools in this country. 10 The competency-based nature of the training
program is stated by E. A. Sheldon, the Director of the institution:

tion of the practicalness of the

The first effort on the part of teachers should be to
study principles, and then the mode of applying them.

. . the whole aim and effort shall be to impart a
practical .knowledge of the science of education and the
art of applying it. In these schools (normal schools)
should be exhibited the highest excellence in the art
of teaching. There should also be schools of practice
.here the students shall have abundant opportunity for
applying the instruction they receive, and the methods
they observe.11

Dearborn, in his interesting and comprehensive study of the Oswego
program, makes this observation on the influence of the Movement on
the development of teaching methods in American schools:

With its sheer simplicity, its ready applicability, and
its emphasis upon the natural development of childYood
in a natural environment, the Oswego plan of object
teaching stands as a great stimulating movement in the
gress of educational methods, in our national evolution
of elementary education. 12

Collegiate institutions, other .than the desultory efforts in a
to provide a very inadequate course or two in teaching at a non-

collegiate, "preparatory" level, did not initiate formal collegiate
level programs in pedagogy until late in the century. Hinsdale states
that the first such effort was made at the University of Michigan in
1879. Teachers College in New York was founded in 1889, and it
formally associated with Columbia University in 1898. New York
University, Clark Uni,.ersity, University of Chicago, University of
Wisconsin, Indiana University and others established programs in
pedagogy late in the nineteenth century.13 But such programs were
very limited in scope, consisting largely of one or more lecture courses
in history of education, psychology, methods :of teaching and classroom
management. Seldom was any practical experience or even observation
provided eandidates.14
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However, by the last decade of the nineteenth century, sharp
criticism of the normal schools and of teacher preparatory programs
in general or the absence of them at all had already begun to appear
in increasing volume. One has only to read the reports of the meetings
of the NEA, particularly of the Normal Department of the association,
but also on occasion of other division meetings,to sense the discontent
with teacher education at this point in educational history. We have
already noted the pleas of Eliot and Butler for better programs of
teacher education. Reams of addresses, reports of discussions, essays,
and the like point out these defects: the lack of any professional
training on the part of many beginning teachers; the limited amount
of the work in formal teacher education programs by others; the low
standards for admission to normal schools; the inadequacies and low
quality of the courses and of instruction itself; and the low level
of scholarship prevalent in most teacher education institutions.

One looking back now after 75 additional years devoted to the
professional education of teachers is amazed at the utmost confidence
most writers of that period had in the value of psychology as prepara-
tion for teaching. The literature of the period is replete with articles,
plans, arguments, surveys, and the like on the place of psychology
in teacher education. Also, the Culture-Epoch theory was rampant as
a basis for curriculum planning and teaching. Toward the end of the
century, leaders, such as Eliot, Butler, the Herbartians (Charles A-
McMurry, Frank McMurry, Charles DeGarmo), insisted that the applica-
tion of scientific methods, and the study of science and natural
history themselves would provide the basis for improvement of the
teaching process, and for education itself to move into a golden age.
Now let us move to the early part of the twentieth century to see
what happened.
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PART III

ANTECFDENT DEVELOPMENTS IN EDUCATIONAL THEORY AND
MACTICE INCOMPEITNCYBASED TEACHER EDUCATION

PROGRAMS EARLY IN THE TWENTIETH CENTURY

'IlAPTER 4

EDUCATIONAL THOUGHT AND MOVEMENTS CONTR1BUTINC 10 THE
DEVELOPMENT OF TEACHER EDUCATION PROGRAMS

During the period from 1900 to World War ii, great advances
in education, in the process of teaching, and in the professional
preparation of teachers were made. This is the period of the highly
influential national commissions that played such prominent roles
in the development of public education, the development of the whole
movement popularly labeled "progressive education," the evolution of

the scientific movement with related use of empirical and surveyable
methods in the study of educational matters, the emergence of teachers
colleges of collegiate ranks and of colleges of education in univers-
slties as the preeminent teacher preparatory institutions, the universali-
zation of secondary education and the evolution of the comprehensive
high school, with the concomitant problems of program planning and
teaching methods, the formulation of the theory and practice of behavior-

ism and connectionism on one hand and of functionalism and perceptualism

on the other in psychology and the resulting confusion among teachers,

and, most significantly, the writings of many outstanding theorists
and philosophers, such as John Dewey, Boyd Bode, Charles Judd, and

educational leaders on the whole range of educational matters. Let

us start with the greatest of all of these influences--John Dewey.

Educa 'onal Philosophers

John Dewey (161-30-1

in thj-s study only a very inadequate summary of Dewey's contri-

butions to the matter of teacher education can be undertaken. The

analysis will give pertinent examples of his views on the three aspect

of the study: The purposes of education, the nature of teaching, and

the competencies needed by teachers.

For Dewey, educa,ion was its own en --the continuous reconstruc-
tion of experience that constitutes the growth and development of

the individual:

When it is said that education is development, everything

depends on how development is conceivecL Our net conclu-

sion is that life is development, and that developing,
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growing is 1 fe. Translated into educational equivalen
this means ( ) that the educational process has no end
beyond itself; it is its own end; and that (ii) the
educational process is one of continual reorganizing,
reconstructing, transforming. . . Since in reality
there is nothing to which growth is relative save more
growth, there is nothing to which education is sub-
ordinate save more education.1

But growth, nevertheless, is not haphazard. ft should always enable
the individual to become more competent to deal with his or her
environment and to direct his or her own life. The individual _hould
constantly become increasingly able to direct the course of subsequent
experience:

Development . . with respect to the special traits of
child and adult life, means the direction of power into
special channels: the formation of habits involving
executive skill, definiteness of interest, and specific
objects of observation and thought. . The adult
uses his powers to transform his environment, thereby
occasioning new stimuli which redirect his powers and
keep them developing. . . The mistake is not in
attaching importance to preparation for future need,

making it the mainspring of present effort. Because
the need for preparation for a continually developing
life is great, it is imperative that every energy
should be bent to making the present experience as ric
and significant as possible. Then as the present merges.)
insensibly into the future, the future is taken care of.-

Dewey did not advocate rampant individua. _m. Education has
social obligations as well; and both aspects must enter into the
process. He observed, however, that the future is uncertain, and the
best preparation for life in the future is the ability to reconstruct
and direct one's own life to ever higher levels of satisfaction, but
in harmony with the existing social conditions:

I believe that the school is primarily a social insti-.
tution. Education being a social process, the school
is simply that form of community life in which all those
agencies are concentrated that will be most effective
in bringing the child to share in the inherited resources
of the race, and to use his own powers for social ends.

. . I believe that education is the fundamental
method of social progreYs and reform. believe
that education is a regulation of the process of coming
to share in the social consciousness; and that the

adjustment of individual activity on the basis of this
social consciousness is the only sure method of social
reconstruction (1897) .
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The moral responsibility of the schoe!, and of those
who conduct it, is to society. The school is_fundamentally
an institution erected hy society to do certain specific
werk--to exercise a certain specific function in main-
taming the life and advancing the welfare of society

(1897).4

Dewey s- the ends and means of eduea ion as inextricably inter-
woven; hence he had much to say about the t aching process and the role

of teachers in schooling. If the end is self-development and growth
that leads to further growth in a social structure, the process of

education must be devoted to self-activity, self-involvement, self-

direction, personal judgment, and freedom of action in the social

setting of home and school. Although Pestalozzi, Freebel, and Mon-
tessori had done mu-h to develop practices of individual involvement,
creative activity, self-direction, and the like in their day, and
Mann, Spencer, Eliot, and many other practitioners had advocated the

extensive use of practical experience in school programs, it was

Dewey who formulated a consistent, harmonious, comprehensive philosophical

base for both the aims and purposes of schooling and the means of achieving

those goals. His concepts and recommendations found fertile soil

among the tea hers of the 1920s and 1930s.

Two basic concepts constitute Dewey's approach to the teaching

pro ess: the necessity of starting with and building on the recon-
structed past experience of the learner, and the desirability of utilizing

the interests, needs, and drives of the student in planning and carrying

out learning activities. The two are, of course, interwoven. If the

ends of education are to carry on further education through the
reconstruction of experience, obviously, learning at any particular
point should begin with pertinent bodies of such experiential back-

grounds. The learner will be most effective in engaging in new learning

experiences if he/she understands the significancemimeaning of the

new activities and pursues them with enthusiasm and deep involvement.

Some excerpts state these points of view:

The genuine principle of int rest is the principle of

the recognized identity of t fact or proposed line
of action with the self; that it lies in the direction
of the agent's own growth, and is, therefore, imperiously
demanded, if the agent is to be himself . . The

spontaneous power of the child, his demand for realiza-

tion of his own impulses, cannot by any possibility be

suppressed. If the external conditions are such that
the child cannot put his spontaneous activity into the

work to be done, if he finds that he cannot express
himself in that, he learns in a most miraculous way the

exact amount of attention that has to be given to this

external material to satisfy the requirements of the

teacher, while saving up the rest of his mental powers
for following out lines of imagery that appeal to him.
. .

But when we recogni'e there aro certain powers
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within the child urgent for development, needing to
be acted upon, in order to secure their own due
efficiency and discipline, we have a firm basis
on which to build. Effort arises normally in the
attempt to give full operation, and thus growth
and completion to these powers (1895).5

The belief that all genuine education comes about through
experience does not mean that all experiences are
genuinely or equally educative.

. The principle of
the continuity of experience means that every experience
both takes up something from those which have gone before
and modifies in some way the quality of those which come
after. . . . It is then the business of the educator to
see in what direction an experience is heading. There is
no point in his being more mature if, instead of using
his greater insight to help organize the conditions of
the experience of the immature, he throws away his in-
sight (1938).6

Existing likes and powers are to be treated as possi
bilities, as starting-points, that are absolutely ne
sary for any healthy development. But development
involves a point towar,,ls which as well as one from
which; it involve- constant movement in a giveTiCTrrec-
tion. Then when the point that is for the time being
the goal and end is reached, it is in turn but the
starting-point of further reconstruction. The great
problems of the adult who has to deal with the young
is to see, and to feel deeply as well as merely to
see intellectually, the forces that are moving in the
young (1934).7

Dewey was much concerned about the preparation of teachers. He
regarded his own Laboratory School as a place in which he and his sta
could demonstrate the application of the principles and theories of
education, particularly as derived from psychology, to the education
of children, as well as to refine and extend theory. He was very
critical of the normal schools, principally because of their neglect
of theory and study of the subject fields. Many regard Dewey's
Laboratory School ns the single most important factor in the develop-
ment of teacher education in this country, not only because it
established a pattern for the founding of such schools in subsequent
years and for the conduct of teacher education, but in the importance
he attached to research, scientific study, and the involvement of
the whole university in matters of education and of teacher education.
In a later section on teacher education during this period attention
will be given to Dewey's contributions.

48
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it:rprctail,On nt the Hewey point of view. It 1Wricid or phcnomenal
advance in eduentinn In thms country, from tilt' '.-dandpoint of growth
in numhers and the ratio or children and youth enrollin),, in ..:ichool,

the chaup.,s to k place in tile urr i p ';(.: ;Ind
procedures tftied in curriculum planning, mo|hnJs of teaching mind workin
with students, and of the ..,,reat advances 111 the profeonall.z.ation or

NIAC!-; u[ leader:-, in the "progre.,ive" movement are familinr
to '',ttidents of education: William Heard Kilpatrick, lioyd P,oele, John

6ordon HullfM,.b, V. I. Thnyer, Harold Alheity, Carleton W:ish-
hurn, WilVord Aiken, Harold iktpj.! and George Connis nrc among th!--,e
who con! rihuted much to Irw movonlont,8

It was these well .m.; rmlny other profe and practi
iioilecs, who filled out thy h(-wey philosoithy, applied it curriculum
planning nnd !caching, and worked with tens of housands of tencher
in teacher education classes in developing the practice and process
of progressive education. They added little new in hasic concepts aud
pont!; of vicw; their ci)ntribtitIon :ire primarily in developing theories
of curriculum and instrwtion that exemplified the Dewey philosophy
and in contributing to the implementation of his concepts. However,
some of these banner-wavers badly missed some of the essential eloments
of the Dewey concepts of education aad schooling or so misdirected
practice that Dewey was constrained on more than one occasion during
this period to attempt to correct the record, and to chastise those
who misconstrued his real views on the nature of schooling.

Kilpatrick, especially, devoted much attention to the matterl; oF
teaching and classroom processes:9 During the 1930s, he participated
extensively in the Hight-Year Study of the Progressive Education
Association, carrying on innumerable formal and informal discussions
with teachers of these thirty-odd schools in conferences, sviff meetings,
and, a now development in teacher education, the workshop. Kilpatrick
believed that teaching methods constituted the "quintessential element"
in the whole process of schooling. lii one of his earliest writings--
one that established his Fane in the area of teaching methodology--
he wrote:

. . wholciv ,rt.cdptifulactivity in a social
situation ns -he typical unit of school proceduTe is
the best gua:-.intee of the ut ization of the child's
native capaci-ies new tPe frequently wasted. Under
proper guidarm,' purpose fileans efficiency, not only in
reaching the pro itcH cad of the activity immediately
at hand, hut even more in securing from the activity
the learning which it potentially contains. Learning
of all kinds and in all its desirable ramifications
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hcA prOCca'.., in imyorLIW) whoienoarte(ns or
purpose is yrmeut_ iVinh the hi natural*/ t;(iclal
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hi5 purposing, we ean especially expect that kind of
learning w enll character building. The necessary
reconstruction consequent upon these considerations
offers a most alluring "projeet to the teacher who
hut dare!--; to pitrptwie (1918).1D

ono inclusive statement, we have the whole concept of teaching
in keeping with the Dewey philosophy--reeoristruction of experience with

iirpol;cfnl, social end in mind ef still higher levels of subsequent
experience within the so-ial context of incnrality and value-1.

Idea 1 ist. R vo 1 -3 nt Ii st s

Although the points of view and ncepts of Dewey and hi s odvc'ccit e5
dominated educational thoug,ht in tho 1910s and 1920s , most taehets
especially in the high schools, still planned instruction and tnugh
in the mode ef traditional education of the nineteenth century and the
Eliot-Butler era. They could gain much philosophic support from Locke
and Kant, and, lat?r, from tho school5 of cillicational thought designated
as idealism, realism, OT essentialism. Leading spokesmen in Che early
twentieth century for these points of view, broadly stated, were William
C. Bagley, Herman EL Horne, Ernest Horn, Frederick S. Breed, Alfred
North Whitehead, William E. flocking, Josiah Royce, Robert Ulich, and
Essac Kandel.

These views have historic roots going back to the writings of
Plato and Aristotle, but the modern versions have, of COOT5e, been
greatly modified by the contributions of psychology, the Topularity
of Dewey's instrumemtalism, the scientific movement, and human experi-
ence in geneTal. Essentially, this school of thought emphasized the
social aspect of education. Bagley states dogmatically that

The Develigol of the Socially Efficient Individ a (is)

the Ultimate End of Education. . 7.- Social efficiency,
then, is the standard by which the forces of education
must select the experiences that a., to he impressed
upon the individual. Every subject of instruction,
every itmn of knowledge, every form of reaction, e-very
detail of habit, muSt be measured by this yardstici.
Not What pleasure will brins to the individuzl, not In
what manner will this contribute to his harmonious develop-
ment, not What effect will this have upon his bread-
winning capacity,--but always, Will this subject, or
this knowledge, or this reaction, or this habit so
function in his af -life that society will maximally
profit?
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trait, the will to perfection. Whatever he does, he
does as well 3s he can. He is ambitious to deserve:
honors in scholarship. He wants to grow in knowledge
and wisdom, to appreciate the aesthetic things in liCe,
to deserve approbation and to be a worthy person. Ile

seeks to cultivate social responsiveness and responsi-
bility and those skills and techniques necessary fOT
effective action. He strives.for perfection because
the ideal person is perfect. 14

fliat does this mean for teaching, and for the competencies teachers
should possess? Let Horne, the idealist, give his recommendations:

The idealistic teacher, like the idealistic pupil,
pursues the method of perfecting and the iC-4_)N of a

cultivated personality. The things that are dear to
him are self-consciousness, self-direction, self-
netivity, selfhood, inner spiritualgrowth .

infinite and the eternal, though he does not Cully
comprehend then, alean more to him than the finite and

the temporal. . . lie feels the need for his pupils
even as thcy Feel there is something satisfying about
him, as though he answered their deepest questions and
satisfied their highest cruvings.15

In this struggle For the minds of tenelic....s, other educators, and
parents ahout the purposes of schooling and the moans of achieving
these ends the child-centered school of thought did not win in a

:;1

5 7



Liaid Hie in :a , Ithuogh !Host eeyouc eni,aged NI pr tic,: ot,:d,ieAtwn Puzoioy' conecpf ; nquret ,|'k/ri and oultu-d=I WTI AS !he reoomtrutinn or
ifle;ininAtul eNporic,rwo ny thc experioncol ,!hi praclicos oi progrossivo i.dtication ra,ct'd a vavinill ndirferenceor mo| deturmined rc:sitanee

j[11,M1, encrally 'Ail well intoLhu hut especirilly .-;0 in the !-;ecolid;,,ry schc0113.

The tc;1.clic.r who intcd u^ contime in the trnditional pnttern or
mntii II ing InA0 t efro vi to 1-,ecniflo a "progrosiv" in prNC
JUStiriQattnn for his/her methods in the writings of these

theorists and got unflinching suplaort froa most parents, mriny cif theirola'ssors of education in colleges of education and normal schools,
arid a 1..argQ )1rOtip Or writers. ihu ruports of the natianal counissionsappointed by the National Education Asociation just hofore the turnni the cenittury and in the oa-ly }roars the l900s reinforced traditionaleducation, and set the patterns for high school programs thnt rntrenchedcrorse programs, saandards for cepiatiag

coures, bases foradmission to college, mid course content for decades to follow. MOr(!-()Vet', the psychology of behaviorim and connectionism, the whole conceptof' the scientific movenent, and the phenomenal swing to the testing
nict.tment, especially intelligence testing and the, theory of the inflexib_

entrenched traditionalism among the profession.

',7:sicts of lcarninp, activities in which students should engage woreto he cut-and-dried, predetermined,
selected on the basis of tLcir

contribution to acquisition of factual information and skills, and cover
the subiect natter of the textbook or the published course of studyor syllabus. Teaching methods Nnpliasized Tepctitive drill, memoriza-
tion, question-and-answer recitations, lectures, "recipe-hook" labora-tory work, job sheets, tests, coatTact assignmenjs, and the like.
Prop4ration For teaching centered on the ac2quisitiOn of the skills to
carry out such methods of teaching in the classroom.

The forward-looking report of the Coumission on the Reor,ganization
of Secondary Education in 1918, recmmending a much broader cencept
of secondary edilcAtion in the "Cardinal Principles of Secondary Educa-
tion," a point of VieN nueh more in tho spirit oF Dewy's Den.ocra_yiand Hducation than any other educiitionai documeat up to that tiNe,.

had little real impact on practice in the secondary schools untiA the
1930s, when the forces for chango--the philosophy of werinentizTism,
organismic psychology, toacher iirjolvement in curriculum maiiing, the
universalization of secondary schooling, advocacy of a broad concept
of cgalitaTiaoism (but sti]l largely excluding minority ethnic gxoups),and som pTograms of professional education that endeavoTed to give
substance in course work, student teaching, and demonstration lahora-
tory schools to these new forces io schooling--energed to provide a
base for change in education, and in professional training for the"new school."



InCluenco on Teachiug Tydeher Educaiieu

Psychologists.

Spencer and licrhart, as well as etheri=; writing in thu last hmiC
of the ninetecich century, emphasized the importance of psycholopy
as a base for planning educational programs and instruction. Both

supported a naturalistic. concept of inumii personality, recognizing tho
organic unity of body and mind, in contrast to traditional concepts
of mental faculties, mental discipline, and the place of will as au
independent aspect of behavior. By the beginning of the twentieth
century psychology, as a field of study and investigation and as a
basis for teaching practices, was in full bloom_ The work, writim
and teaching of William James, G. Stanley Hall, and James M. Catt_oll
in this country in the late 1800s and early 1900s gave great impetus
to psychology as a factor in educational theory and practice. But

thc full impact of the movement on education was only realized when
Dewey, Edward L. Thorndike, Robert S. Woodworth, Boyd Bode, and
Charles Judd not only advanced psychological theory greatly, but

16
directly applied it to matters of curriculum planning and instruction.
By the 1930s a whole host of psychologists were contributing theory,
interpretations of theory, and applications to education and teaching;
evory teacher training institution offered COUTSOF, in psychology,
often in considerable scope and variety, for the professional program_

A brief summary of developments in psychological theory and their
contributions to teaching and educational planning during the first
three decades or so follows (one must reeopize that limitations to
a set of dates are impossible. in Fact many of these developments were
already under way by the 1890s):

1. The repudiation of the concepts of fnculties of the mind and
mental discipline. 'This meant that every aspect of the school's
programsall courses, activities, and instructional methodology--
must be judged in terms of its own worth arid its probability of
contributing maximally to the attainment of the basic goals. of edncation.

2. The culturnl-epoch theory, which had enjoyed great vogue under
G. Stanley Hall's influence, was completely discounted as a basis for
planning the schooling process. Psychologists showed that children
did not have to proceed slowly through the stages of evolution of the
race to be educated. Their own present body of experiences, as Dewey
had insisted, was a better guide to selection of educational activitios.

3. The child became the central concern in all education. Child-

study as a basic approach to educational planning was a significant
contribution of psychologists to professional education. This movenent
resulted in a much more flexible and meaningful curriculum and a
gTeater degree of individualization of schooling,
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Pewyy and Woodworth, parttealnrly, troerted in 1he Thoru.
diklan Continln oC thr ornnism itse_11, so that all
learning was haed on a --aimuluti-orguni!--,m-rey,pouse Comuld. The erganeno,
or Cor a beti-ur planniaw the pel,on, hnt-i nwn
drive!,, motive, experien1 tat Htterri, nnd ned

And direet ruspiqr-,c on the haius of ho-i/her
intents nnd F,0o0it,

The outcome or x learning (,)(liv:ielicc orc huilt into character
dud reconstruxted into a person's hody of eXperience much more effectiv A
if desired rosponses are practiced, exercised, and used in meaningful
situations, mid reinforced hy Feelings of smccess, approbation from
poort; or superiors, insight into one's owl achievemonts and failures,
or meaningful newnrds.

6. Psychological Ilicory was hased to 4n ineTeasing extent on
experiincilta:Hon, riscii:rch, and replicated empirical evidence:

7. Cognitive development is an essential apect of human growth
and development. Language, knowledge, and learning skills are necessary
components oi educf,tionul goals.

8. The individoml is a social hoing. His/her gl-owth and development
takes place in a society nr human beings, All (2xporin(A! which
learning rusults takcs pince in a social setting, The environment
strongly shapes his/her motives, wants, needs, drivcs, interests, dnd
the members of the social group greatly influence the ::ielf-image, self-
concepts, aad the character of the person.

9. Although sorno disagreement had already arisen among psychologists,
most accepted the concept that anything that eNistis exists in quantity
and therefore can be moasured, and that educational theory and practice
must he based on such :scientific inquiry.

Thuse tTotondously significant advances in psychological theory
and in the efforts TO previde a psychological IILLSO for teaching method-
ology hud major implications for teacher education, stating, as they
did, a much hroRdor and rnure important role For a teacher than deemed
necessary For varryin:11 on instruction in the trioditionnt piagrams of
schooling,

111U Mov (lien;_ _ _

Psychologists proviiied much of the impottei,i, thorefore, for the
rapid development oF what: is termed "The Scientific Movement" in
educational circies. Rut_ the philosophers, especially Herhart and
Spencer In their day, and, during the period under analysis, Dewey
insisted that a scientific approach to matters of educational practice
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From the late 1800s and through the period covereti in (his chapter
Lahoat 194d), the .eientific movement encompassed these intOor aspects:

1. Dolution, a priori, or principles or education, t.specially
with rclatdon to child growth, montal development, and purposos of
education. From the basic principles of pertinent scictices Darwin's
writings on evolution, particuarly, are a case in point. qich of
3penccr1!3, lierhartts, James' and even Dewey's ear y work are of this

nature,

2. E:xperinental study and genuine research that adhered to canons

of scientific inquiry. These involved efforts to control variables,
study relationships among independont and dependent variables, test
hypotheses, anAlyze data mathenmtically, generalize to comparable
populations,

1(,)

3. Analytical studies, data collecting, the "orgy of 1tabulation'";
moeStionaire acid opinion studicet,; surveys of current practice; analysis
of the content of courses, course offerings, textbooks used and choir
content, grade placement eontent; tallies of the content of about
any means of hnnan commonieationletters, newspapers, conversations,
a citizen's use of computations, popidar maga2ines; tallies of duties

performed and work done on a Joh or as a housewife, a pareat, consumer,
or whatever; surveys of the current status of an educational practice,

such as dropouts, retardation in grade level, rates of falluxe, promo-
tion practices, class size, teacher load, time allotments, and ad
infinitum.
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I. Surveys and a IILII(Ot He', ,,ros-, ova nation ol he sl Los
o I education and instruction in ;t'lino 1 r;tems; the sell( I survey
movement. Illustrative of this aspect of the "scientific" movement

rho 15th Yearhook, Part I, of the NationAt Society for the Study
of Ediwtition entitled, Standards and Tosts for the Measurement of the.
Efficiency oC Schools and School Systems. The book contains chapters
on tests and their use in measuring accomplishments of schools in

and spelling, scales for measuring
age, a score card for surveying

such tests and surveys in administer=
example of the first steps in an
k in those good old days it was a

of the oducators themselves to improve
rthy of note: no mention is made in this
he teacher's effectivenessthat had already

hoen covered in the 1=1th Yearbook a year earlier (see a later section of
ii chapter).

arithmotic, reading, lang
physical growth and physi
school building, and
ing the school.
accountability in
voluntary effort

This may
vement, I

on the
educational attainments.
yearbook of measurement

be

5, The measurement of "iJ
ML ht influence its development

6. The measurcmir

illovement; prognosis of abili
The 17th Yearbocq, Part IT or
Educational Products is an ear
movement. rt describes tests,
li schools.

Studies of needs, in
bitions, career choices,

students,

_ and of tIle factors that
; the relative role of nature and nurture.

20

ment; th-e-.standardizd te ting
specific area of study or work.

entitled, L!!!;-, Measurement of

; report of this aspect of the scientific
statistical methods, and use of tests

ests, eenceri- problems motives,
-of-school aetivi 'es and the like of

S. Pronouncements of the ell,ists of professional education.
Reports of national committees, of investigations of an issue or
problem of major concern, monographs by committees, councils, profes-
sional associations, and the like, while perhaps not conforming to
Thorndike's criteria above, often Were accepted by educators as dictums
and, hence, as a solid base on which to determine practice as on any
"scientific." finding determined by these other processes. A statement
by a Dewey, a Thorndike, a Strayer, a Bagley, a Judd, a Cubberley,
a Terman, a Bode, a McMurry, a Bobbitt, or a Charters was often accepted
in awe and with great reverence as certain to be the truth and to be
acted upon accordingly. (For teachers of today, on this point, recall
theaweaceorded Jerome Bruner and James Conant iii the late 1950s and
early 1960s).

The 37th Yearbook, Part II of N.S.S.E., The Scic.ntific Moyement
in Education, deals extensively with the contributions of the scientific
movement to numerous aspects of education--the improvement of teacher
education, curriculum planning, educational administration, and the
like, and to methods of teachl- --in general and in most of the subject
fields. Later, attention will be given te t acher education developments.



l'he fie \ner Pepe rt
_

in lddition to 111,111V orlwr AhrohJm Flexner propaied Lwo

renowned reports thit hod undetermined, but undoubtedly considerable,

influence On teaching and reacher education in this country. The 111'A

study was ot medical education in The United Siates.21 This long
analytical investigation ,r thc stx1us of medical educatior and a
lengthy presentation oi what changes he made is aceloimed today

is the bast-, for ',lie reform oi prolessioliol education Hi medicine that

quickly led to the high prestige accorded medical education and the

practice oC medi_cine ill this Lountry. The impact of the report and

subsequent reforms in medical edocation oa teacher education is, at

best, tangential, hut undoubtedly significant.

Flexhor, iu beverely critici:ing existing programs of medical

education, especiully omphasii7.cd the lack of direct laboratory and

clinical experience in the programs of most institutions of the day.

it is kis insistence or the necessity of such aspects or prorosi=iiooal
training that affected practice in professional cducalion in other

fields. As will be pointed out tater, teacher educatioo institutions
did have laboratory schools, doting from Dewey School at Chicago
1896, hut manv still relied on what flexner dubbed in the medical
education as the didactic methodthe "pupil heard and read about it

(disease) . .
the student's part was, parrot-like. to ahsorb"--for

imparting know-how to prospective teachers.

Three other major aspects of flexncr's recommendations for medical

educationthe setting of high standards for admission to medical

schools and thus, severely restricting the number of students in medicine,

the elimination of many small, inadequate institutions, and adequate

financial support, although very costly for the quality institutions

that should remain in serviec--have not hecn accepted in the area of

teacher education as they 11:1-ve in most other substantive professions--

law, dentistry, engineering, architecture, and the like. Henry S.

Pritchett, President of the Foundation was especially caustic in his

"Introduction" to the printed report about the poorly supported

universities that proliferated medical schools just to establish a

complete program: "The day has gone hy when any university can retain

the respect of educated men, or when it can fulfill its duty to educa-

tion, by retaining a low grade professional school for the sake of its

own institutional complotoness."2 Uhl How applicable even today to

teacher education.

Flexner's second report to be Doted here was his proposal for the

establishment of a "Modern School,"23 This paper, first published in.

1916, was the hasis for the founding in 1917 of Lincoln School or

Teachers College, outstanding "manifestation or pedagogical reformism

during the 1920s," as Crcmin sees it.24 flexner wanted to see a model

school established that "would do for general education what the Johns

Hopkins Medical School has done for medical education."
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r nly, o l.ij'w hid ],I1 111.111 ill
t D'deril 111.:

WH (..dacAl d in ihe modern hx, mastered ihe
fuadamen Ai rook il knowlede. (HO will forep,o
the somewhat inahliall menial received from formil
studios; he will he eonientedly iii of things for
learning whick no He reason han tradition can be
assigned. In-4cead his dnention will he oh 1:1 inod from
!:;tudies that !,,,erve real purposes. Its content, spirit
and aim will he realhqic and genuine, not formal or
traditional. Thus, the man educated ill the modern
:--,ense will he trained to know, to care about and to alder-

unl the worGLI he in, hot h the phsieal world and
the social world:25

xner orded the ".loden School "J labor:I-tory iroiii whi iti
1.;ould 11 if-ft _,1r.1.11.1i on al] kind:,, or --t

Lin int uence jf.:Lict_. (it)
the trainia er_teacher, first, I own, then others who will go our
oto sorvice."26 And thal is Certainly n significant function that
Oneelu School served For :710 years. Its coiitriltiii ons to the develop-
ment or the teaching procc, and, hence, necessarily to teacher QdUco-
tion in conjunction wit)) the professional program of Teachers Colteex

lumhin mn he rcgarded one of the 5.ignificant
in shaping teacher_education during this period. Teachers

by the thousands during the academie years and hy the tens of thonands
summers flocked -to Teachers College to study, observe, and

lonte personally, thee new developments Lii teaching and to plan
their liOTI approaches for U!'iQ hack on the Joh.

in ho a seminary for

og School

In the .m manner t hat the hew0y clioo l or ig inally and Lincoln
,ielteol. two decades later greatly affee instructional methods and
ilrriculum planning and iflCv itably teacher edneatton in this country,
:0:-.11er university laborato schools, private innovative schools, and
wme public schools served as models For the "now education"
1920s arid 1930s. The contrihutions of these exemplary models of
Trogressive" educ2tion to teaching and inevitably to teacher ed _iti r
--,-111not he gLlliSUil. Only hrief attention to them nnd their w-rk is

The mo 'Allvntory fo he ,Litdy
k)f- childr n nnd [ loNrnIn nnd 110 ',1 ac:0 to tot
A-ilosoph _ 1 thk_ laJogowi to o !-iciencu lahormtory in pure Scieue-
an as a demonstrati onl or practice teaching school. Yet its program

vs exceptionally progressive in terms of the practices of the day,
4ithough Dewey disclaimed tlut approbation. he thought theschool more

"communttv=centered" than a "ch ld-centered" one. He
VrOt
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l"1,1' |o deeiell And 11, 1";111f, J. o| »`/.`
cool ;lel Lind ereolh--,e coolwr:I v

|hor 0 f t :cnetil w...)o. Id he prepored t n Ind

hi' r uture hi! re I t ow-, wnrrhy ;Ind Ili 1. t rt,11. ,

. ft wAs held that thm ot wurittil d(nvelop-
mmHt 1!.; csi;mutiolly procc,, u proces1,. of
part le i pat i t i ono psycho op,y wxu crit lei
nx tho ground th:it troittud the growth of the mind
P!- Oflt.' which occhr:, iH individuuty, 1H contact with
meicAy phylc;i1 chvironifient or Aud,

kos heen !-:,t at: eLt , the :j Ill 1.,;;-1!.; h y or ioJividou|s
to lice in i.ioopurative Ihiegration with others..28

1:16cwhi2rot progrcsive tce:;, not programo wt-N:
Jovelop,Jd uoJ tricd out 1H a number or ':;chocii- dmriuy, thm!-im I

two dmidrti ot thc celittiry. A Homhor of thow dry ac,crihod io thy hool,
hy John Pewf.,y oo.l his duglitr,r hvi,lvm.29

The program oh- prictimm -,chool of the Look Count
dL developed under thodirection of Francii,, W. ParkPr

during the Tatou- ISOHs and oarly 1900s, ussociatod as it w;ii; with

1.0acher training institution, is especially noteworthy in terms or
teacher education. Parker's work undouhtedlv had great influence
on Dewey and the things he attempted to do at. the University of Chicago
laboratory Schoil.

The Eight-Year Study, originated and directed hy the Progressive
Lducation Association diung theyears from 1932 to 1940, was unquestionably
the most significant and most influential of the efforts to apply
the basic Dewey concepts (often quite drastically distorted or miscon-
strued by spokesmen for the "new education") to schooling. Moreover,
the study had a significant impact on teacher education. The Study was
designed as an experiment to test whether graduates of thirty selected
secondary schools that were granted exemption from specific course
requirements for admission to cooperating colleges and universities would
compare favorably to those college students who fulfilled the tradi-
tional requirements. Actually the Study, directed hy a Commission
on Relation or School and College, was much more than an experiment to
test this hypothesis; it encomrissed a far-flung, diverse, effort to
reform the program of education in high schools, to develop a more meaning-
ful and valid method of evaluating the ouccomes of education, to try
out new designs for curriculum planning that extended existing practices,
and LO LISC SOMO new approachos to teacher education.30

With respect to curriculum design and teaching methodology; the
Study staff worked with the 30 schools in developing core curriculum
programs; problem-centered courses; courses on current issues and
problems of the community; work in the arts; and class work that extensively
involved cross-disciplinary study through correlation, fusion, and
problem-oriented approaches to design. Much consideration was given to
studies of the "needs" of youth as reported by yet other Commissions
of the P.E.A--Commission on Secondary School Curriculum and Conimission
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on Humdn Relations, Such programs called io ,ie,'ent modes oF irltruc-
tIon than traditionally were tel in see -ary schoolsdiccaory,
community-centered activities, investigative studies, research pvers,
much student committee work, student participation In planning cluH:i
activities, and use of student interests and "needs" nnd the soci-al,
bolicitical, and economic problems of the day as bases for tho slofloction
of units of work in the integrated core programs.

Correlatively, then, the three Commissions became engaged in
extensive programs of teacher education in one form or another. 1\141.0i

of it was at the inscrvice level since the Study involved only thu
staffs of the 30 schools, but in due time the programs in teach,c17
education institutions, especially those whose laboratory schools weTk:
included in the experiment, were affected. These schools develoM
and demonstrated the newer teaching modes being used in progress.ive
school and often they were the 1eAin (:-;hool!; in d&Neloping
program, integrated subject programs, and the like. Teachers ih
training and teachers attending summer ses3ions could observe,
and evaluate these new curriculum designs and instructional methods.

A major contribution to teacher education of the Fight-Yejr Study,
however, was the establishment and development of workshops for t.cAcWrs.
In the first several years of- the Study conferences of administro.tor$
and !Ielectod teachers were held for purposes of discussing the p-.00grams
of the cooperating schools, but as the schools became more inveIvej,
in innovative programs and the work of the Commissions on Secon(10T,y
School Curriculum and on itiman Relations expanded (a staff of CaTrioallon
consultants was appointed in 1936), it was evident to the StudystWff
and participating faculties that more time was needed for planning,
Hence a plan for a six-weeks seminar or conference at Ohio Stato Uni-
versity during the summer of 1936 was developed. Interest was ,so high
in the plan that a similar work session was planned for 1937 at Sarah,
Lawrenc Coll.2ge. The followintLsulmtler three workshops, as they-
wore now dcsioated, were

In the following two decades any teacher education institaltion
worth' of the name, many school systems, a number of professional
organizations, and state departments of education sponsored_work5h4s
of one kind or another, varying greatly in merit in terms of thRir
contributions to teacher education. The wotkshop, as it is carriOd Oklt
in the best of them, is devoted fully to the utilization and devicii6oreent
of teacher competency in planning curriculum, instructional method
and evaluative techniques, or to development of competencies of adm*uia-
trators and staff people to perform their duties. It is designed
primarily for inservice education. Undoubtedly the development of
the workshop as a method of teacher education is the most signiflcant
advancement in professional education in the past 40 years. It not
only was a forerunner, but is the vehicle today for carrying out aspocts
of competency-in-performance programs for inservice education.
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Hpror.rt: vc" !MI n hy ';
,,ven (Toe !iec-cp?!', th(. /act 11-w, pOoRrOJIN:f. w_o:e

Vcry poor cXfimple:i or wore :letil;i1ly contrldif:uow. fd Oowoy'i, f_ontopl'f

sohoollnp,. tS derclopiliont nnd

ftid gre.11 (-)11 Lf.'rif.-hin)..i, :Ina on f.caohior ofloofitioh.

nirri ,lom Povylopmoni in tdiool

The Hi er pm-t- 1.1-1(1 x|| cir I. he char;ir cr-
hy iliten,,iluo and oxciting dvvylopment in LAIrrwutum planning..

The 1..lht -Year Study only 011C o( tho trond, even though

commandod [ifi,tiOn(i ...Mt- On y Ot

c.,xamplos and of- promment worker-, in corrlculim plannin).! will he

lealhlo.

Among mohy on; , con l taut ond d ref.: ror el' cur.. i ciG um

planning during this period Erankltn kohhitt, Worrett Charters, Harold

IWggt Hottis C.asuoll, Henry Wrap, Harold Alhcrty, Henry Morrisoo,

and L. Thoma 5 Hopkins an,' reco8ni*....,,1 as 1 cader of notional repute and

influenee.

Bobbitt and Chartyrs, during the 19205 and then on for another

decade or so, gave substance to the scientific movement in education

in terms of its significance for curriculum planning. Both were

influenced in their early writings by the concepts of efficiency in

industrial management, but a consistent theory of curritzulum construction

was evolved. Moreover, as Sequel points out, they gave impetus, if not

actual origination, to the Importance of the role of the professional

curriculum maker and to .the need for a high level of specialization and

competency in this ort.32

Both are commonly regarded today as tho formulators and advocotos

of life-analysis, actiiiity-anolysis, or joh-auolysis, whichever term

may be used as the basis for developing the educational program.

3obbitt, in what was the First widely used boa on the proces and

_techniques of curriculum construction (m ilany,manypitions dating
k to the Greek philosophers, had been devoted to tho aims of oduca-

iion, the content for achieving these aims, and tho methods of teach1-10

presents his basic concept:

Education is now to develop a type of wisdom that can grow

only out of participation in the living experiences of

men, never out oC mere memorization of verbal statements

of facts. It must, therefore, train thought and Judgment

in connection with octual life-situations, a task distinct-

ly different from the cloistral activities of the past.

.
It has the function of training every citizen, mon

Of_



or woman. m r iawI c t I ehip but
to peat'icier fp tor knew' Lti1 .1nout

hy ene. but (qie ])luiI iii y mi m0 liii in il cobust
boa it I

-nlOnt I 1! I ii. se v IlL vts in practice, ilohbitt wc. ked with
os School !.-.iy-stem. In describing the approach he wrote:

Ndin:s :ion is 1:rj_iiiai i. ly for adult life not 1

life. Its fundamental responsibility to

for the fifty year!:; oC adulthood. not tor
years of childhood and ,atith.

When we know what mon and women ought to do al orig the
many lines and levels of human exporienco, then we
shall have before us the things for which they should
be trained. The First task is to discover the activities
which ought to make up the lives of men and women; and
iohg thoe, the 1 and porsonal quouittos

necesary for proper Formanec . These are the edirca-
tionat object i ves,

The pl; to he employed is act vity-analysts The first
step is to analyze the broad range of human experiences
into major fields. . . the second step is te take thom,
tine after the other, cuid analyze them into their more
specific activities. . . At all stages of the analYses,
attention should be ii <rcl unon the actual attivities
f mankind.34

Bobbitt in later writ gs broadened these concepts, drew a marked
distinction between gencct1 and occupational education, and recognized
the importance of present experience and continuity of learning. But
he always set as the basie task of education the development of the
ability to deal effectively and properly with the wily oiects of
living in the individual'.5; own world.

Charters advocated the same approach to c rriculum planning. Ho
distinguished clearly between "ideals" and "activities," and insisted
that both were essential ingredients in curriculum maldng:

The first step itt cu c construction is to determine
the major objectives. . what these objectives shall
be rests with those who offer the instruction, and must
be the product of sagac.ous and sensitive interpretation
of the spirit of the generation. . . . As the objectives
are being determined they must he analyzed into ideals
and activities.

, The ideas are to be determined
after careful study of all the supporting facts.
The activities are not based upon opinion but are objec-
tively derived from examination of the physical and
mental activities in which.the individual is engaging or
may in the future engage.36

62

6 ro



ilarold Nuge early in his careeL- w.is u Jading fiigiire in the

scicflLitic movement, active in compiling what he later dubbed "an
orgy of tabulation." And this continued to be his work beginning
in 1919 as director of research for the new Lincoln School of Teachers
Coll ,ge. In that atmosphere of progressive thought in education, and
elois., association with Dewey, idlpatrick, Caldwell, and others, he
rapidly became one of the leaders in the progressive education movement
throughout the 1920s and 1930s.-

His basic approach to curriculum planning is amply illustrated
the N,S.S.E. yearbook on the curriculum for social studies for which

he was chairman and author or senior author of three of the most important
chapters. 38

It was in this publication that he laid out his plan for
a unified program in social studies that would be based on "the insistent
and permanent problems and issues of contemporary economic, social,
and political life." He and his coauthors postulated eight hypotheses
on which such a course should be constructed. This plan, already
being implemented experimentally at Lincoln School, became the frame-
ork and the procedure for the preparation of a highly controversial,
but widely used, set of textbooks for social studies in the elementary
schools. This series of texts had great influence on subsequent
developments in the teaching of social studies and on the preparation
of teachers For the elementary schools.

Rugg's contribution to curriculum planning continued in rapid
order fer he served as chairman of and a major contributor to the most
significant book on curriculum planning to be published in this period
of curriculum theorizing, the 26th Yearbook of NI.S.S.E, The_ Feundations
and Techmiques of Curriculum-Cons_tructiom, already cited. It not only

contained a brief history-hyltugg of the nature of curriculum planning
for the previous century, but surveys of current practices, c icriptions
of curriculum development programs in six public school syst,_ and

eleven laboratory schools, reviews of curriculum programs in other
agencies, and a chapter by Rugg critically appraising the current

status of planning. Part II is especially significant for it contains
a summary statement of fundamental principles for curriculum planning
which all the members of the Yearbook committee approved. These principles
generally are:accepted today as the basis on which planaing must proceed.
Most of the members prepared supplementary statements that constitute
tne best ingle source of thought on curriculum making by the early
leaders of this new specialty.

l to hi s -utation as a leader iii cu Fri culum thought

by ic publicP-ion a year later in conjunction with Ann Shumaker of
the hook, The Ci*O-Cirrerod Schoo.1, which qc!rved the same -porno ns

hook (..1 13 years earlier--a description of p-mgrL:;iVC
Lhools--hut in addition the amthovs 5t.vto,..1 a is?cCatIn

v'ew ' cation and deslrahle directl

number of
o tri the

or eiopmnCn t_

Casewell's work as a eonsu'i Y nt ncl Jirec

ulum plinning programs of sl.ate (Lpartments edHe

provIded the Lisis fof Lhrf2e of his

ices



contributions to the curriculum developmen movement o f this period
the involvement of teachers fully in the process of planning, the
formulation of a new design for organizing the curriculum, arid his
systematic approach to the study of curriculum as a professional field
of endeavor,39 From his vantage point at George Peabody College,
Caswell directed curriculum development programs for at least six
states during the period from 1929 to 1937, when he returned to Teachers
College, Columbia,

In examining prograns ader way in city school systems d ring
the 1920s, particularly those described in the 26th Yearbook, Caswell
came to believe that it vas especially important to involve all teachers
in the planning process, inasmuch as the actuat curriculum that evolves
in the schools is filtered through the teacher himself/herself. Improve-
ment in schooling depends, he felt, primarily on the improvement of
the professional knowledge, understanding, and competencies of each

cher,

Hence, the first major step in each state development program was
an extensive inSeTviCe education program of study, discussion, and
group planning. 'This was followed by a procedure for teacher involve-
ment in developing and trying out innovative practices in the classroom,
especially through the planning and carrying out of new kinds of Unit5
of work in teaching situations. The inservice programs had encouraged
teachers to plan units that would be of meaning and significance to the
students, growing out of their needs, interests, and past body of
experience (basically, a Dewey approach). This gave the teachers
experience in modifying the traditional formal subject approach to design
hy drawing on any content that vas appropriate to the development of
the unit, be it a problem, community concern, an individual interest, or
a systematic study of a topic.

In bringing this approach together into a systematic plaa for
instruction in the schools, Caswell formulated n curriculum design
based on the selection of appropriate units of work that provided
instruction focused on the social function (9 to 11 were usually iden-
tified in these state programs). It should be noted that these programs
of curriculum revisimn paralleled in time the Eight-Year Study in
innovative high schools; the two projects served reciprocally to reinforce
the climate for educational change, especially in the nature and mode
of teaching.

Out of this cxterLsive exi.,erieneo in actually directing curriculum
planning programs, and his own concepts and philosophy of education,
Caswell, with assistance from a colleague, published a book which
systematically troated_all aspects of curriculum development in a
comprehensive manner," 7his book set the pattern for most comprehensive
textbooks on curriculum planning published since that time. ft prompted
many teacher education institutions to expand and impeove their courses
for teachers and administrators, and, along with the many other movements
of this period. estahlkh the field of curriculum as a ma or field for
professional study and specialization.
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Many other educators oC this per. 1 deser _ mcnt ion, ,ut
-nits only a Few. Henry Harap and Thomas ilopk_ins had each pub-

lased a book on the teehniquos of curriculum planing that preceded
Caswell's book by a number oC years.41 Neither was asconprehensive
as Call's nor did they present plans for now curriculum designs
and practices. However, the two hooks served to further the MoVeLtelit
early in its development Both men were active in the field for nany
years thereaFter, Henry C. Morrison, although he wrote rather exten-
sivoly during this period, is chiefly noted for his evosition of the
five formal steps in the unit method or teaching. A direct throwback
to the Herbartian process of teaching, Morrison labdied them lora-
tion, presentation, assimilation, organization, and recitation,
With the great enthusiasm developed for the unit oe work approach to
instruction in the 1930s and I940s, Morrison's scheT was the alternative
to the need$ and interests, social functions, or scial problems approach
to unit teaching in the progressive programs. To!: mode ws widely
used by high school teachers in the traditionrct school subjects, and
was often the basis for training teachers in Clo methodology of disciplinary
instruction.

nofininv Content

Directly related to the teaching proces. ce, to teacher
education, as has been stated in the two proc.: sections of this
chapter, is the nature and character of the ctiloulum itself,
is germane, therefore, to note briefly other curl-icutarn developments
of these first four decades of the centuvy. In file early decades,
curriculum studies and reports by various professional groups and
cemnittees were principally concerned with eliminating waste in instruc-
tional programs becatu , of duplication among grades and of out-of-date
content, with defining what did constitute the minimini essentials
f the contents, and with the correlation of the individual subject

For twenty-five years, from the report of the ,:omPittee on Secondary
School Studies (Committe of Ten ) in 1893 to that of the Commission
on tle Reorgani:ration of Secomcl.ary Education in 1918, a dominant Unfluetce
in curriculum planning was the work of succossi e sets of committees
appointed by the National Educatioi Association and its subsidiary
groups. ihe report of the. Committee of Ten had tremendous influence
on the programs of the high schools for decades, recommending not only
four systematic courses of study or "curricula" for the high school
programs, but also, through the reports of sub-committees for the
prineipal subject fields, tho content of the subjects to be included.
Teaching methods, and hcece teacher competencies were inherent in
this typo of prescriptionnastery of this body of knowledge through
slavi,sh adherenee to a textbook.

The Committee of F ft n was appointed in 18(J3 und submitted a
i-pa.ge report on the "Co -elation of Studios in kiementary Education"

And anothor on "The Train ing or ferich(!rs" in 1895. The s'nbconnittee
on Telation was headed hy none other than Willian) 'T. Harris, the
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U.S. Commissioner of Education, one. d f t4e g-xat educational leaders
of that period. Participating in the discussion of the report were
such eminent educators as Nicholas Murray Butler, Frank M. McMurry,
Francis W. Parker, Charles McMurry, Charles De Garmo, and a number
of superintendents of city school systems.43 The Committee on Rtral
Schools accepted the report of the Committee of Fifteen with respect
to the course of study and turned to other matters.

rThe work of the Committee o- the Economy of Time in Education
was even more extensive and significant.44 The group was appointed by
the Department of Superint.'2ndence of the National Education kssociation
in 1911 and submitted its final (fourth) report in 1919. However, the
Departmemt continued its work in defining the courses and their content
and grade placement by issuing three successive yearbooks on the
subject in the early 1920s.45 The function of the Committee was to
"investigate the waste in the elmentary schools and te make definite
proposals for eliminating the archaic and least useful mate-ials of
the course of study and to propose more economic methods teaching."
The approach of the Committee is clear.

Choose the most important subjects and the most importan
topics; make a distinction between first-rate facts and
principles and tenth-rate; prune thoroughly, stick to the
elenents of a subject; do not try to teach everything that
is good; confine the period of elementary education to
mastering the tools of education. This does not prevent
inspirational work, which is a demand on the skill of the
teacher rather than on time.46

From our vantage point is it any wonder that the progressive
education movement developed with such great erithusiasni among theorists
and insightful practitioners in the 1920s and 1930s?

The effects if such a curriculum plan on teaching and the epara-
tion of teachers is apparcnt--emphasi2e drill, the teaching of facts,
memorization, test efficiency, stick to the prescribed content, follow
the textbook, course of study, or syllabus.

The fourth report of the Committee was devoted to a summa y of
"i vestigations which throw light on economy in teaching." Teachers
of the 1970s can readily gain an insight (and probably be shockeA)
into just what was expected of teachers of that day by reading sone
recommendations for teachinR these "minimal essentials" cq the curriculuM.
To illustrate, Frank Freeman, a highly regarded psychologist of this
period and of" years later, prepared the summary for teching writing.
lie lists 28 rules for teaching the subject. These include:

T., 1. The writer sh uld face the desk squarely. . .

e 8. The forefinger should rest on the penholdier
thumb. Rule 19. Ten to fifteen minutes

6 0
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a day is probably the best length of practice period.

. . Rule 25. Counting is a useful temporary device47
to lead the pupils to organize the movement into unit.

lliam S. Gray, also widely recognized later as a specialist
in the teaching of re,_ing, states 48 rules for teaching the subject:

Ability to comprehend the meaning of what is read
improves steadily throughout the grades. .

Reading exercises should emphasize the content of
what is read. . . Much reading of simplo interest-
ing materjal is effective in increas ng the rate of
reading.

Ernest lion ..sted 41 rules for teaching spelling; Walter
Monroe, 25 fr,r teac.Aing arithmetic; Fred C. Ayer, 18 for drawing,

Carl Seashore Oiscussed music.

These sorts of studies and books on methodology and teaching
constituted the basic content of many methods courses in normal schools

ard colleges of education in tne 1910s, 1920s, and with little modifica-

tion, in teacher education prle-ams in some of the most stultifying

situations until World War II.

However, OE the Fos iti'e id it should he noted that with the

spark provided by the first innovative progressive schools in the late

1910s and early 1920s, thewildfire created by the Eight-Year Study,

the curriculum development programs of state departments of education

-n the South, the reports of the Commissions of the Progressive Educa-

tion Association, the fervent Ldvocacies of Kilpatrick, Rugg, Washburne,

Thayer, Caswell, Dewey, Newlna, Alberty, Counts, Bobbitt, Charters,

and literally hundreds ,,her educators, and the pressure for change

from parents and students generally, curriculum development movements
48

took a new approach in many school situations in the 1920s and 1930s.

The nature and character of these new designs and methodology have been

rented briefly above. Essentially they were efforts to make the

school curriculun both child-centered and society centered, that is,

basing the program on the needs, interests, and concerns of the students,

but planning units of work within the curriculum that enabled the students

to study the major social, political, and u_i_:onom o problems and issues

facing ommunities, state, nation, and world.

Procedures and Processc for annina the Curr iculuni

The period of th 1920s and 1930s witnessed a most significant shift

in procedures used for planning the curriculum and the instructional

program. Until that time, curriculum planning, in the sense used in

this study as the formulation of plans fer the schooling of students,
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was gay done by textbook Writers (a textbook was the plan for the
content of instruction and methods were those best suited to develop
mastery of this kzontent), or by the superintendent of 5411001S Or a
staff member, the state department of education staff, ot a college
staff member who prepared courses of study Or course syllabuses.49
As was shown above, Committees of the National Education Association or
the Department of Superintendence made a number of reports to guide the
textbook and course of study writers but it was still these types of
persons who actually prepared the curriculum plans used in the schools.

In the 1920s the national curriculum cowuiiissions entered the
picture,50 principally at the high school level, as an aspect of the
work of the Commission on the Reorganization of Secondary Education.
From the date it replaced the National Herbart Society, the National
Society for the Study of Education frequently appointed committees

-SIto prepare yearbooks on the curriculum and teaching of a subject field.
The Progressive Education kssociation in the late 1930s and the early
1940s published a- series of books on its recommendations and points
of view about curriculum and teaching in five subject areas.52 The
National Council of Teachers of English moved out on its own and
prepared a report on English that had great influen.:c in shapin the
English program in schools as well as in teaching the subject.

In the meantime a much more significant development in curriculum
planning was underway--the involvement of teachers themselves in the
preparation (J'': curriculum pJans. Cubberley pointed out in his article
in 1913 that rhe superintendents of larger cities "usually" conferred
with committoes selected from the teaching force and that in one state
the state teachers association was activc in working out the course
of study. But bde evhatically stated that the state department of
education for the F:late and the superintendent for city school systems
had the authority and .'juily ewrisod it issuing the courses of study.
Sequel cites seveTal instances--St. 1,u1S, Chicago, and Boston--in
which teachers or principals had participated in a quite limited way
in curriculum planning prior to 1920. She also points out the increasing
aggressiveness of teachers in professional organizations and in ottrr
professional matter during the period.54

The situation changed dramatically in the 1Q20s. Studles
made for the 26th Yearbook, The Foundations_ and Tecliniclues_of Curriculum-
Construction in 192S show that committees composed Of administrators,
supervisors and teachers participated, albeit to a very limited degree
in many instances, in the revision of courses of study OT preparation
of new onesusually the octent of curriculum-construction in that
period. Courtis, reporting pract. ce in public elememtary schools,
stated that

The niachinerv of revision employed depends somewhat
upon the s of the city. In the smaller towns the
agency iS frequently wi, p- son, the superintendent
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usually, but principal, teacher, or members of the
supervisory staff are mentioned in the order named.
In place of single individuals there are frequently
small groups, composed usually of members of the
administrative staff, principals, and teachers, In

all types of schools a committee of teachers und
the direction of administrative or supervisory ofic
constitutes the conventional machinery of revision.56

Counts, reporting the same kind of study of public high schoo

states:

The machinery for curriculum-revision may consist of
a single individual, a small group variously constitu ed,
committees of teachers working under different forms
of leadership, or any combination of these three instru-

meats, . When such a group is organized, it is
;Limost always composed of members of the general adminis-

trative and supervisory staff, high school principals,

and high school teachers.57

But in contrast, Section ill of the Yearbook reports "progressive

cu. _culum-construction" practices in six school systems. All reported

the use of committees of teachers in the preparation or revision of

courses of study and the development of curriculum plans. Denvbr and

St. Louis were making the most extensive use of teacher committees

in their respective programs. Section IV describes the curriculum and
curriculum planning activities in a number of laboratory schools. Each

reported extensive teacher participation in planning the program of

the school. Bonser summarized their reports: "In each of these schools,

the school staff itself--its principal or director, its supervisors,

and its teachersis responsible for the curricnium.58

In planning with the Virginia State Department of Education in the

early 1930s, Caswell insisted that all teachers must bc fully involved

in any curriculum revision program if classroom prac ice was actually

to be improved. He and his coauthor wrote:

If the success of a curriculum program is to be measured

by changes that are achieved in the conduct of boys and

girls by reason of improvements accomplished in tht in-

structioilli program, it becomes evident that early in

the program the entire teacher-group within the system
must become sensitized to the need for the improvement

of instruction. . . Only through a thorough under-

standing of the curriculum program and all of its

implications can the teacher-group give the intelligent
co-operation that will result in improved classroom

instruction.S9

Caswell, who alone directed the Virginia program, insi tod that

three kinds of paNieipation were essential: "wide participation by
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all teachers, supervisors, and administrators in _he given school
system; intensive participation by small selected professional groups;
and general participation by representative lay groups worldng-on
,(7rtain aspects of the program. rtb0 In the state programs that he
directed all were urged to participate in the curriculum developmel
program by engaging in an intensive program of inservice study and
discussion, preparing and trying out units of work in their own class-
rooms and then submitting them to a state planning committee for use
Ln (1,veloping new courses, and in trying out the tentative draft of
such new courses and submitting criticisms of th-m.

At the same time, teachers in the high schools included in the
Eight-Year Study, similarly, were participating in conferences, work-
shops, and the like in which curriculum matters were discussed and
curriculum plans developed. The movement for teacher participation
in curriculum planning caught fire throughout the nation and since that
period it i5 generally assumed by all educators that the teacher is,
after ail, the curriculum planner in terms of the kinds of learning
experiences in which students engage. All others--administrators,
supervisors, state department personnel, professors of education,
consultants, textbook writers, publishers and producers of instructional
materials, federal bureaucratssimply provide support services--
leadership, insights, understandings, research findings, examples--
to the teacher.

Obviously acceptance of such concepts by the profession and the
public, although often contravened in practice in many ways, hau
tremendous impact on teacher education. The competencies required of
the professional teacher multiplied many times by acceptance of this
significant piece of "conventional wisdom," pulled together and recog-
nized as sound cii ing the 1930s and refined in practice to this day.
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